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ABSTRACT

The purposes of this study were to detect some of

the sociocultural differences between Mexican-American

and Anglo junior high school students; to determine how

the sociocultural characteristics of the Mexican-American

students were related to their language background; and

to ascertain how the characteristics of both groups of

students were related to their achievement.

The sample consisted of 126 male and female junior

high school students, 87 of whom were Mexican-American.

Scales were developed from questionnaire and interview

data to measure the following sociocultural characteristics:

(1) language background, (2) self-concept of ability,

(3) achievement orientation, (4) parental independence

training practices, (5) parental achievement pressure,

(6) social distance, and (7) socioeconomic status.

Student achievement was measured by English and mathematics

grades, Iowa Test of Basic Skills, Language Skills and

Arithmetic Skills scores , and Non-Language Intelligence

test scores from the California Short-Form Test of Mental

Maturity.



I. FINDINGS vi

Sociocultural Differences Among Mexican-American and

Anglo Students

Analyses of variance indicated that Mexican-

American students, regardless of the amount of English

spoken in the home, when compared to Anglo students, (1)

came from families of much lower socioeconomic status;

(2) had lower self-concepts of ability; (3) had fatal-

istic, present-time orientations; (4) had a passive,

accepting attitude toward life; (5) had a high striving

orientation; (6) experienced less democratic parental

independence training practices; and (7) had high

religious social distance. In addition, Mexican-American

students from families using mostly English experienced

higher parental pressure to complete high school than did

other Mexican-American students.

A correlational analysis revealed the following

interrelations among language background, socioeconomic

status and the sociocultural characteristics of the

Mexican-American students. An English-speaking back-

ground was significantly associated with higher socio-

economic status, more parental assistance with schoolwork,

and high parental pressure to complete high school. The

last two relations were true regardless of socioeconomic

status. Higher socioeconomic status on the part of
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Mexican-American students was associated with more

parental assistance with schoolwork, democratic parental

independence training practices, high parental pressure

to get good grades, and low religious social distance.

These last three relations were independent of language

background.

Relation of Sociocultural Characteristics to Achievement

Among Mexican-American students, the following

characteristics were significantly associated with high

achievement for at least three of the five achievement

measures: (1) high self-concept of ability; (2) demo-

cratic parental independence training practices; (3) an

activistic, future-time orientation; and (4) low religious

social distance.

Among Anglo students, the following characteristics

were significantly associated with high achievement on at

least three of the five achievement measures: (1) high

self-concept of ability; (2) low religious social distance;

and (3) high parental pressure to complete high school.

Stepwise linear regression analyses, computed

separately for Anglo and Mexican-American students,

indicated that self-concept of ability was the best single

predictor of achievement for both groups of students. For
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Mexican-American students, the most consistent predictors

of high achievement were high self-concept of ability,

democratic parental independence training, high parental

pressure to complete high school and low religious social

distance. For Anglo students, self-concept of ability

was the only predictor contributing significantly to

three or more equations. The regression equations for

the Mexican-American students accounted for a median

of 29 per cent of the variation in their achievement;

whereas the regression equations for the Anglo students

accounted for a median of 47 per cent of the variation

in their achievement.

II. CONCLUSIONS

The observed sociocultural differences between

Mexican-American and Anglo students appeared to be due to

the students' ethnic backgrounds and socioeconomic and

other social conditions associated with this background.

The Mexican-American students exhibited many of the char-

acteristics of the culture of poverty described by Oscar

Lewis.

Part of the depressed achievement of Mexican-

American students, when compared to Anglo students, can be

attributed to their lower self-concepts of ability; fatal-

istic, present-time orientation; non-democratic independence

training experiences; and high religious social distance.
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lines. The culture of poverty is not just a
matter of deprivation or disorganization, a
term signifying the absence of something. It
is . culture in the traditional anthropological
sense that it provides human beings with a
design for living, with a ready-made set of
solutions for human problems, and so serves a
significant adaptive function. This style of
life transcends national boundaries and regions
and rural-urban differences within nations.
Wherever:it occurs, its practitioners exhibit
remarkable similarity in the structure of their
families, in interpersonal relations, in
spending habits, in their value systems and in
their orientation in time.12

Lewis continued with this description of the value

system and cultural traits of the culture of poverty:

The individual who grows up in this culture
has a strong feeling of fatalism, helplessness,
dependency and inferiority.... Other traits
include a high incedence of weak ego structure,
orality and confusion of sexual identification,
all reflecting maternal deprivation; a strong
present-time orientation with relatively little
disposition to defer gratification and plan for
the future, and a high tolerance for psycho-
logical pathology of all kinds.13

Since, as indicated previously, many of the Mexican-

Americans are living at the poverty level, it is possible

that the sociocultural characteristics that previous

writers presented as uniquely Spanish-speaking cultural

characteristics are really manifestations of the culture

of poverty.

The typical descriptions of the Mexican-American

12
Oscar Lewis, "The Culture of Poverty," Scientific

American, CCXV (October, 1966), p. 19.

1
3Ibid., p. 23.
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CHAPTER I

THE PROBLEM AND DEFINITIONS OF TERMS USED

I. THE PROBLEM

The problems of Spanish-speaking children in the

school systems of the southwestern United States have long

been the concern of teachers and researchers. Holland

wrote in 1962 that!

The Spanish-speaking school population of
Texas, New Mexico, Colorado, Arizona and
California has been a unique problem to the edu-
cational systems of these states for many years.
In spite of the discontinuance of classroom
segregation in most states, the level of achieve-
ment of the Spanish-speaking child is generally
somewhat lower than that of English-speaking
children. Throughout the years educators have
offered various explanations and solutions to
this problem, but few have succeeded in pro-
viding the Spanish-speaking child with as beneficial
an educational experience as that received by the
"Anglo" student. As a result, many Spanish-
speaking youngsters are handicapped in later life
because they have not always received maximum
benefit from their public school experience.1

Many of these children come from impoverished homes.2

However, these children have the additional disadvantage

1William R. Holland, "Language Barrier as an
Educational Problem of Spanish-Speaking Children," The
Disadvantaged Learner, Staten W. Webster, editor, (San
Francisco: Chandler Publishing Co., 1966), p. 338.

2Olen E. Leonard and Hellen W. Johnson, Low Income
Families in the S anish-Surname Population of the
3311E;WEt, Aincultura EcORMIc Report No.7177
TMETWiton, D. C.: Government Printing Office, A93.28:112,
1967)
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of coming from a minority background which emphasizes

different values and is based on the Spanish language.

Zintz has observed that the typical school is Anglo.

middle-class in its value structure, thus causing a child

from a minority background to experience "cultural shock"

upon entering school. He stated:

The child who enters the public scho,d from
a minority ethnic background, where another
language is predominantly used, faces problems
undreamed of by the child who is merely making
the transition from pre-school experiences in
English language to a specialized segment of
his society that uses the same language and
emphasizes, at least for the middle-class child,

the same set of values.

The minority group child may be said to face
two additional obstacles: he is attempting to
bridge a wide chasm of cultural values and pat-
terns that have in varying degrees emphasized
different behavior spheres in his experience
background, and he is immediately confronted
with an entirely new language, English, that
makes him completely inarticulate if, he must
express himself in that language from the
beginning.3

The apprehension of a clear understanding of the

cultural background of Mexican-American students, and how

it is related to their educational problems has been

hampered by the stereotypical images of Mexican-Americans

often held by Anglos. These images have resulted in mis-

understanding, exclusion and discrimination against the

Mexican-American, and have resulted in the perpetuation

3Miles Zintz, Education Across Cultures (Dubuque,

Iowa: William C. Brown Book Co., 19637757M
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of the status 922, according to Simmons.
4

He observed:

Anglo-Americans assume that Mexican-Americans
are their potential, if not actual, peers, but at
the same time assume they are their inferiors.
The beliefs that presumably demonstrate tha
Mexican-Americans, inferiority tend to place
them outside the accepted moral order and frame-
work of Anglo-American society by attributing
to them undesirable characteristics that make
it "reasonable" to treat them differently from
their fellow Anglo-Americans. Thus the negative
images provide not only a rationalized definition
of the intergroup relation that makes it
palatable for Anglo-Americans, but also a sub-
stantial support for maintaining the relationship
as it is.5

The culture of Spanish-speaking people of the

southwestern United States, most of whom are Mexican-

Americans, has often been contrasted with the dominant

middle-class Anglo culture. Typically, the Spanish-

speaking people have been described by earlier writers as

present-time oriented, fatalistic, resistant to change,

autocratic in their child-rearing practices, and relatively

unconcerned with efficiency or performance.
6 Many of

these same characteristics have recently been reported by

Lewis to be aspects of a more general "culture of poverty"

4Ozzie G. Simmons, "The Mutual Images and Expecta-
tions of Anglo-Americans and Mexican-American4," in The
Disadvantaoed Learner, 22. cit., pp. 127-140.

5 Ibid., p. 139.

6See, for example, Lyle Saunders, Cultural Differ-
ences and Medical Care (New York: Russell Sage Foundation,
1954)(Erles Zintz, op. cit.; and Herschel T. Manuel,
s...12Sailkapteatial Children of the Southwest (Austin, Texas:
University of Texas Press, 19-6-7.
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which he has identified and described.
7

Studies of achievement motivation suggest that many

of the previously mentioned sociocultural characteristics

reportedly present in the Mexican-American culture could

be related to the depressed achievement of Mexican-

American students.
8 However, the differences between the

cultural values of Mexican-American and Anglo students must

be clearly determined, and the relation of the former's

sociocultural characteristics to their achievement must

be explored before it is possible to estimate how much

their cultural background influences their achievement.

Hence, this study was conducted to examine selected socio-

cultural differences between junior high school Mexican-

American and Anglo students and to determine how these

characteristics were linked to achievement.

The major problems examined in this study were

identifying some of the sociocultural differences between

Mexican-American and Anglo students and determining how

7Oscar Lewis, La Vida, A Puerto Rican Famil in the
Culture of Poverty (New York: Random House, 1966

8See Bernard C. Rosen, "The Achievement Syndrome:
A Psychocultural Dimension of Social Stratification,"
American sociological Review, XXI (April, 1956), pp. 203 -
211; Glen H. Elder, Jr., Adolescent Achievement and Mobil-
= As irations, Institute for Resea7777rnaal Science
monograph, Chapel Hill, North Carolina: University of
North Carolina at Chapel Hill, 1962); and Wilbur H.
Brookover, et al., "Self-Concept of Ability and School
Achievement," Sociology of Education, XXXVII (Spring,
1964), pp. 276 -27g.
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these characteristics were related to their achievement.

purpose of the Study

The purposes of this study were to detect some of

the sociocultural differences between Mexican-American

and Anglo junior high school students, to determine how

these characteristics were related to the language back-

ground and socioeconomic status of Mexican-Americanv-

students, and to ascertain how these sociocultural charac-

teristics were related to various achievement measures

for both groups of students.

Impertance of the Stax

The Mexican-American people of the Southwest con-

stitute the majority of the Spanish-speaking population

of this area. The Spanish-surname population in the five

states of the Southwest (Arizona, California, Colorado,

New Mexico and Texas) totaled nearly 3.5 million, or about

twelve per cent of the total population of the area. 9

Many of these people are in the lower income brackets and

are not as well educated as the general United States

population. According to one U. S. Government report:

More than half (52 per cent) of the rural
and not quite a third (31 per cent) of the
urban Spanish-surname families had less than
$3,000 income in 1959, the level of income
generally associated with poverty conditions. 10

9
Leonard and Johnson, 22. cit.

10
Ibid., p. 10
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This same report, in describing the educational

level of this Spanish-surname population stated:

Rural non-farm males 14 years of age and over
in 1960 still had a median of only 5 years of
schooling completed in Texas and 7 to 8 years
in the other four states, compared with 9.5
years for the male non-farm population of the
Nation. Attainment for rural non-farm females
was a little higher, ranging from a low of 5.2
years in Texas to 8.6 years in California,

11compared with a national average of 10.1 years.

Not only do Mexican-American students tend to drop

out of school earlier than their Anglo peers, but their

achievement while they are in school is also well below

national norms. The Equality of Educational Opportunity

study reported that sixth-grade Mexican-American students

were 2.4 grade levels behind the average Anglo white

student in the metropolitan Northeast in reading compre-

hension and 2.2 grade levels behind in mathematics achieve-

ment. At the twelfth grade the deficit becomes more

pronounced, in that Mexican- American students were 3.3

grade levels behind in reading comprehension and 4.1

grade levels behind in mathematics achievement. 12

A clearer picture of the differences in backgrounds

and values between Mexican-American and Anglo students,

and an understanding of how these characteristics are

11
Ibid., p. 21.

12
James S. Coleman, et al., Eguality of Educational

Opportunitx (Washington, D.C.: Government Printing 74171=,
OE-38001, 1966), pp. 274-275.
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related to the former's achievement should help educators

meet their needs more effectively and may thereby help to

raise their achievement level.

II. DEFINITIONS OF TERMS USED

Anglo. An Englishspeaking person presently living

in the United States, who does not have a Spanish surname

and none of whose parents or grandparents were born in

Mexico or Latin America. The term Anglo as used in this

study does not refer solely to those persons of English

derivation. Rather, it refers to those persons who have

been assimilated into the predominant culture of the

United States to the extent that little or no marginality

is egident. This definition is consistent with the

classification scheme used by Loomis.
13

MexicanAmerican. A person presently living in the

United States who has a Spanish surname and/or one or more

of whose parents or grandparents were born in Mexico.

Achievement orientation. One of the three aspects

of the Achievement Syndrome as described by Rosen. An

individual's achievement orientation, according to Rosen,

ft provides the internal impetus to excel in situations

13Charles P. Loomis, Zona K. Loomis, and Jeanne E.
Gullahorn, Linkages of Mexico and the United States,
Agricultural Experiment Station Research Bulletin no. 14,
(East Lansing, Michigan: Michigan State University, 1966),
footnote p. 8.



involving standards of excellence."14 Achievement

orientation includes the attitudes one holds about how

much control one has over his environment, how bene-

ficial it is to plan ahead, and how important one's job

is in comparison to the rest of his life's interests.

Questions from scales described by Kahl were used to

measure selected achievement orientation attitudes for

this study.15

Socioeconomic status. Socioeconomic status is the

general term for he position a person or family occupies

in the p-estige hierarchy of a society and is most often

described in terms of the social prestige of a person's

occupation and educational level.
16 In this study, the

father's occupation, his educational level, and the

mother's educational level ware used as indices of socio-

economic status.

Independence training. This term refers to the

family's child-rearing practices related to preparing the

14Bernard Co Rosen, "Race, Ethnicity and the
Achievement Syndrome," Racial and Ethnic Relations,
Selected Readings, Bernard Segal, editor,711077Ek:
Thomas Y. Crowell, 1966), p. 135.

15Joseph H. Kahl, "Some Measures of Achievement
Orientation?" American Journal of Sociology, LXX (May,

-q), pp.

16Joseph A. Kahl and James A. Davis, "A Comparison
of Indices of Socio-Economic Status," American Socio-
logical Review, XX (June, 1955), pp. 317-325.
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child for adult life. These practices can range from

autocratic to democratic. The scales used in this study

to measure independence training practices were developed

by Elder. 17

Achievement press. This term refers to the amount

of pressure the student reported his parents exerted on

him to do well in school, to complete high school, and to

go on to college. The questions used to determine the

parental achievement pressure were derived from questions

employed by Elder. 18

Self-concept of ability. Self-concept of ability

is the student's perception of how well his academic

ability compares to that of other students. It is one

aspect of the self-concept theory as developed by Rogers.

Rogers wrote in 1951:

Self concept or self structure may be thought
of as an organized configuration of perceptions
of the self which are admissible to the awareness.
It is composed of such elements as the perceptions
of one's characteristics and abilities; the per-
cepts and concepts of the self iqnrelation to
others and to the environment...4'7

AM1111

17
Glen H. Elder, Jr., Adolescent Achievement and

Mobility Aspirations, Institute for Research in Social
Science monogralATTChapel Hill, North Carolina:
University of North Carolina at Chapel Hill, 1962), pp.
73-75.

18Ibid., pp. 85-88.

19
Carl R. Rogers, Client-Centered Therapy (Boston:

Houghton Mifflin, 1951), p. 136.
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The scale used to ascertain the student's self-concept of

ability was derived from a study by Brookover. 20

Social distance. Social distance, in the words of

Bogardus,

refers to the degrees and grades of
understanding and feeling that persons experi-
ence regarding each other. It explains the
nature of a great deal of their interaction.21
)t charts the character of social relations.

In the context of the present study, social distance refers

to the student's report of how closely he would interact

with persons of a different nationals religious, or lan-

guage background in a social relationship.

Academic achievement. This term refers to how well

the student has performed in specific school-related

tasks. The following measures of academic achievement

were used: English and mathematics grades and scores on

the language and arithmetic subtests of the Iowa Test of

Basic Skills.

Intelligence. For the purposes of the present

study, intelligence refers to "the aggregate or global

2
°Wilbur B. Brookover, Ann Paterson and ShailerThomas, Self-Concept of Ability and School Achievement,Final report of Cooperative Research ProjecT=77Egt

Lansing, Michigan: Office of Research and Publications,Michigan State University, 1962).
21
Emory S. Bogardus, "Measuring Social Distances,"Readings in Attitude Theory and Measurement, MartinFishbein, ed=7Tgew York: John Wiley and Sons, 1967),p. 71.
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capacity of the individual to act purposefully, to think

rationally and to deal effectively with his environment."
22

The non-language IQ scale of the California Short-Form

Test of Mental Maturity was used in this study as a

measure of intelligence.

III. LIMITATIONS OF THE STUDY

The present study was limited to data collected

for eighty-seven Mexican-American and thirty-nine Anglo

students enrolled in the seventh through the ninth grades

of the Las Cruces public schools during the 1967-1968

school year. All of the students were members of families

having children enrolled in all three levels of the Las

Cruces public schools (elementary; junior high and high

school).

Generalizations from this sample should bear in

mind the caveat that children from large families often

experience a different family environment than do children

from smaller families, and that the effects of this

environment depend in part upon the student's ordinal

position among his siblings.23

110=111111B

2 2David Wechsler, The Measurement and hppraisal of
Adult Intelligence (Baltimore: Williams and Wilkens,

p. 7.

23See Elder, op. cit., pp. 58.67, and B. C. Rosen,
"Family Structure and Achievement Motivation," American
Sociological Review, XXVI (August, 1961), pp. 574-585 for
discussions of how the family environment is related to
family size and the child's ordinal position.
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IV. ORGANIZATION OF THE REMAINDER OF THE DISSERTATION

Chapter II reviews previous reports of the various

cultural characteristics of Mexican-Americans, and pre-

sents pertinent studies of variables related to the

achievement of Mexican-American students.

In Chapter III a culturally based achievement

motivation model is described and the specific hypotheses

tested in this study are presented. The methods of

identifying the sample of students and the development

of the scales measuring the sociocultural characteristics

are also presented.

The methods of testing the hypotheses are described

in Chapter IV and the results of these analyses are

presented. In Chapter V these results are summarized

and discussed. Suggestions for further research are

also given in this final chapter.



CHAPTER II

REVIEW OF RELATED LITERATURE

In this chapter, literature of two types is pre-

sented. The first section presents anthropological

literature related to the sociocultural characteristics

of Mexican-Americans, while in the second section relevant

educational and sociological studies of achievement among

Mexican-American students are reviewed.

I. SOCIOCULTURAL CHARACTERISTICS OF MEXICAN-AMERICANS

The following review of studies presents a con-

sistent picture of the sociocultural characteristics of

the Mexican-American people. Some of the writers included

in this review have used the term Spanish-speaking people,

while others have used the term Mexican-American or

Spanish-American, depending on the group they were des-

cribing. It should be borne in mind that the Mexican-

American people constitute the majority of the Spanish-

speaking population of the Southwest. Some of these

people are descendants of Mexican citizens who were living

in the area when the United States acquired the territory

from Mexico, while others are either immigrants or

descendants of immigrants.

The Mexican-American population is often considered

to be distinct from the Spanish-American population of the
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Southwest. These Spanish-AmericRns are descendants of

colonists who came to the territory now known as northern

New Mexico and southern Colorado from Spain during the

Sixteenth through the Eighteenth Centuries. The subtle

distinctions between these two groups are irrelevant to

the present study, as both groups are considered to share

the same Spanish-speaking culture that the following

studies describe. 1

A. study, often referred to by social scientists,

was conducted by Kluckhohn and Strodtbeck in the 1950's

using samples of residents from five different communities

near Gallup, New Mexico. This study measured and compared

the value systems of Navajo Indians, Zuni Indians, Spanish-

Americans, Mormons, and residents of a nearby Anglo farming

village. While the sample sizes from each village were

small, ranging from twenty to twenty-three, this study

employed the most sophisticated methods of measuring

attitudes of any of the studies reviewed. 2

Kluckhohn and Strodtbeck contrasted the Spanish-

American and Anglo cultural values on four points:

1See Paul A. F. Walter, Jr., Race and Culture
Relations (New York: McGraw Hill Book Co., 1332 17Thap.
XVII, for more on the origins and differences between
these two groups.

2Florence Kluckhohn and Fred Strodtbeck, Variations
in Value Orientations (Evanston, Illinois: Row Peterson
and Co., g196177------
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(1) orientation toward nature; (2) orientation toward

time; (3) orientation toward activities; and (4) types

of man-to-man relations that were valued. Their findings

were as follows.

1. In the Spanish-American culture there was a

"subjugation to nature" orientation, while the Anglo

culture had a "mastery over nature" orientation.

2. The Spanish-Americans studied had a present-

time orientation and valued the present over the past

or the future. The Anglos, on the other hand, valued

the futu :e more than the past or the present.

3. The two cultures differed in the kind of

activities their members valued. The Spanish-Americans

valued "being" more than "doing" and their activities

tended to be a more spontaneous expression of their

impulses and desires. On the other hand, the 'nglos in

the sample valued activity on the basis of what they

thought it would accomplish. The Anglos were characterised

as "doers" who wanted to get things done.

4. The Spanistv-Americans and Anglos studied by

Kluckhohn and Strodtbeck differed in the kind of relations

with other people they valued. The Spanish-Americans

accepted and e ?ended on the guidance and support of a

father, older brother, or other person in authority, On

the other hand, the Anglos studied were more individual-

istic, tended to assume more responsibility for themselves,
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and shunned a dependent relationship. 3

Several years earlier Saunders had reported similar

differences between the cultural characteristics of the

English and Spanish - speaking people of the Southwest. His

general observations were part of a survey of the differ-

ences in medical practices between the two groups. 4

Saunders noted that in the early 1950's the Spanish.

speaking people of the Southwest could be divided into

three subgroups: The Spanish-American group, who were

descendants of colonists from Spain or New Spain and lived

in farming villages in northern New Mexico and Colorado;

the Mexican-Americans, who were immigrants or descendants

of immigrants from Mexico and were more widely dispersed

throughout the Southwest; and Mexicans, who were illegal

entrants or workers on temporary permits and generally

intended to return to Mexico. Saunders noted that there

were some differences among the three groups, but con-

sidered them similar enough to group them together as

Spanish-speaking people when comparing them to the

English-speaking people of the United States.

Saunders described the differences between the

English and Spanish-speaking peoples in terms of seven

broad characteristics: (1) language, (2) orientation to

3
Kluckhohn and Strodtbeck, 22. cit., pp. 138-174.

4
Lyle Saunders, Cultural Differences and Medical

Care (New York: Russell Sage Foundation, 1931.3.
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time, (3) attitudes toward change, (4) attitudes toward

work and efficiency, (5) attitudes about acceptance and

resignation, (6) attitudes toward dependence, and (7)

attitudes toward formal organizations.
5

Saunders descrip-

tions were as follows.

1. Language. Spanish-speaking persons often did

not speak English well and felt uncomfortable when trying

to talk to Anglos. Most of the Anglos spoke little or no

Spanish and there was little unnecessary mingling of Anglos

and Spanish speakers. This was due to mistrust and feel-

ings of strangeness on-the parts of both groups, according

to Saunders.6

2. Orientation to time Anglos were oriented

primarily toward the future and were preoccupied with time.

On the other hand, the Spanish-speakers were concerned

with the immediate present, as its demands had to be coped

with immediately and its pleasures enjoyed then.

3. Attitudes toward shoals. The Anglos observed

were highly oriented toward change. They accepted and

expected change, whereas the Spanish-speaking person was

often threatened by change and found security in the

traditional ways.

4. Attitudes toward work and efficiency. Anglos,

5
Saunders, 22. cit., pp. 104-140.

6
Ibid.
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as a group, valued activity aLove contemplation and saw

industriousness as a virtue. A person in the Anglo group

was often identified by his occupation and occupational

success was highly valued., According to Saunders, this

attitude was closely related to the Anglos' future time

orientation. Anglos were concerned with getting the job

done and they valued practicality and efficiency. On the

other hand, "The Spanish-speaking ideal," noted Saunders,

is to be rather than to do."7 Work was the fated lot of

man, from the Spanish-speaking viewpoint, but one should

do only what he had to and no more. A person was known

by his personal qualities, rather than by his occupation,

in the Spanish-speaking culture.

5. Attitudes toward acceptance and resignation.

The Anglos generally believed that one had the obligation

to struggle against and overcome problems, whereas the

Spanish-speaking people were more likely to accept and

adjust to difficulties.

6. Attitudes toward dependency. Independence,

according to Saunders, was highly valued by Anglos, while

dependence was "... undesirable, if not downright patho-

logical."8 On the other hand, in the Spanish-speaking

culture a dependent status, when the result of misfortune

7
Saunders, E. cit., p. 126.

8
Saunders, 22. cit., p. 133.
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or other circumstances beyond the person's control, was

not considered extraordinary.

7. Attitudes toward formal organization. According

to Saunders there were many formal organizations in the

Anglo culture and Anglos often organized a committee or

other formal organization to cope with a group problem.

The Spanish-speaking culture, on the other hand, had few

formal organizations and group problems were often solved

by an informal group of persons, rather than by the

organization of a committee. 9

All the cultural traits of the Mexican-Americans

listed above were also given by Manuel in his review of

previous studies of the differences between the Spanish-

speaking and the English-speaking cultures. Manuel also

noted two additional differences between the Spanish-

speaking and Anglo cultures. He noted that the Spanish-

speaking people were predominantly Catholic, while the

Anglos were mostly Protestant. He also commented that

the traditional Spanish-speaking family structure was an

extended family with an authoritarian father, mother

devoted mostly to home and church duties and close super-

vision of girls but relative freedom for the boys. 10

9
Ibid., pp. 139-140.

10
Herschel T. Manuel, Spanish- speaking Children of

the Sbuthwest (Austin, Texas: University of Texas Press,
196577577T-44.
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In an unpublished monograph written in 1958,

Ulibarri made several comments on the cultural character-

istics of the Spanish-speaking people that have a bearing

on the present study. He pointed out that the Spanish-

American culture is changing as the people become more

acculturated; therefore, descriptions given ten years ago

may not be valid today. He commented that the Spanish-

Americans' present time orientation is a result of their

lower socioeconomic status and is paralleled by a similar

present time orientation in the lower class Anglo.

Ulibarri also stated that the fatalistic attitude ascribed

to the Spanish-American is a misinterpretation of his

behavior. Ulibarri wrote he believed the Spanish-American

did all he could within the limits of his knowledge and

resources, and only then exclaimed 'as God wills it' as a

matter of mental hygiene therapy.11

Ulibarri's comments suggested that some of these

sociocultural characteristics that previous writers had

viewed as distinctively Mexican-American are aspects of

the "culture of poverty" described by Oscar Lewis. This

culture of poverty, according to Lewis, is

a subculture of western society with its
own structure and rationale, a way of life handed
on from generation to generation along family

11
Horacio Ulibarril "The Effects of Cultural

Differences in the Education of Spanish-Americans,"
(unpublished monograph, University of New Mexico,
Albuquerque, New Mexico, 1958).
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lines. The culture of poverty is not just a
matter of deprivation or disorganization, a
term signifying the absence of something. It
is ,.. culture in the traditional anthropological
sense that it provides human beings with a
design for living, with a ready-made set of
solutions for human problems, and so serves a
significant adaptive function. This style of
life transcends national boundaries and regions
and rural-urban differences within nations.
Wherever.:it occurs, its practitioners exhibit
remarkable similarity in the structure of their
families, in interpersonal relations, in
spending habits, in their value systems and in
their orientation in time.12

Lewis continued with this description of the value

system and cultural traits of the culture of poverty:

The individual who grows up in this culture
has a strong feeling of fatalism, helplessness,
dependency and inferiority.... Other traits
include a high incedence of weak ego structure,
orality and confusion of sexual identification,
all reflecting maternal deprivation; a strong
present-time orientation with relatively little
disposition to defer gratification and plan for
the future, and a high tolerance for psycho-
logical pathology of all kinds.13

Since, as indicated previously, many of the Mexican-

Americans are living at the poverty level, it is possible

that the sociocultural characteristics that previous

writers presented as uniquely Spanish-speaking cultural

characteristics are really manifestations of the culture

of poverty.

The typical descriptions of the Mexican-American

12
Oscar Lewis, "The Culture of Poverty," Scientific

American, CCXV (October, 1966), p. 19.

13
Ibid., p. 23.
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cultural characteristics that were reviewed previously

have been challanged by the Mexican-American anthro-

pologist Romano, who presented historical evidence that

challenges the "passivity" stereotype of the Mexican-

Americans in the Southwest.
14 He questioned the

generalizability of Kluckhohn and Strodtbeck's findings

since they were based on a sample of 23 persons in a

rural community of 150 people and notes how often social

scientists have cited this study as "describing Mexican-

American and New Mexican value orientations for the past

400 years."15 Romano pointed out that the view presented

by most social scientists of Mexican-Americans was an

extension of a statement made over one hundred years ago

by a New Mexico Senator, T. Stevens. Senator Stevens

described the native New Mexicans as "a hybrid race of

Spanish and Indian origin, ignorant, degraded, demoralized

and priest-riddene"16 Romano concluded:

It is clear that contemporary social
science views of Mexican-Americans are precisely
those held by people during the days of the
American frontier.... What we have are
contemporary social scientists busily perpetuating
the very same opinions of Mexican culture that

Miell=1011

14
Octavio

Sociology of the
Mexican-American
pp.13-26.

1
5Ibid., p. 17.

I. Romano--V., "The
Mexican-Americans:
History," n. Grito,

16Ibid., p. 24

Anthropology and
The Distortion of
II (Fall, 1968),
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were current during the Mexican-American War. 17

Clearly, then, it is important to see what dif-

ferences there actually are between Mexican-American and

Anglo students. Also, it seems important to relate the

sociocultural characteristics of the former to the more

general culture of poverty concept.

II. STUDIES RELATING SOCIOCULTURAL CHARACTERISTICS TO

THE ACHIEVEMENT OF MEXICAN-AMERICAN STUDENTS

The studies reviewed in this section all deal with

education and the sociocultural background of Spanish-

speaking students. They present a general indication

that the sociocultural characteristics of Mexican-American

students are related to how well they do in school, but

the picture is still far from clear.

Several studies of Spanish-speaking students have

resulted in somewhat conflicting findings regarding dif-

ferences between Mexican-American and Anglo values and the

effect of such differences on students.

Ulibarri argued from his own observations that

the clash between the Anglo middle-class school values and

the Mexican-American culture places a heavy strain on the

Mexican-American student, possibly resulting in personality

ellaliIMINIII71.151,..rwonoranwmirmv~011111

17,bid,
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problems and a distortion of values. 18 An opposing stand

was taken by Romero, who found that the sample of second-

ary level Spanish-American students he studied demonstrated

a high degree of acculturation, complied with the dictates

of the Anglo value system, and experienced little cultural

conflict while in school.19

However, Mexican-American high school graduates and

dropouts differ from each other in several important

respects. A study by Takesian of 102 Mexican-American

high school graduates and dropouts indicated that the

dropouts felt their ethnicity made it more difficult to

get an education. They came from families of lower socio-

economic status than did the graduates, and felt less able

to speak English adequately. The dropouts also had more

reading difficulties than did the graduates. The dropouts

did not like high school and indicated that they did not

feel liked by their teachers. Takesian concluded on the

basis of interviews with the students that the main reason

that the dropouts failed was not because they were Mexican-

American but because there was not enough effort on their

18
Horacio Ulibarri, "educational Needs of the

Mexican-American," (paper prepared for the National Con-
ference on Educational Opportunities for Mexican-Americans,
Austin, Texas, April 25-26, 1968).

19
F. E. Romero, "A Study of Anglo and Spanish-

American Culture Value Concepts and Their Sig.lificance in
Secondary Education," (unpublished Doctoral dissertation,
University of Denver, 1966).
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part to meat the requirements for graduation* He also

concluded that the superior English speaking and reading

abilities of the graduates were important factors in

determining their successful school experiences.
20

The attitudes of Mexican-American students could

well be related to their failure to meet the school's

requirements. A study by Demos found that even when

Mexican-American and Anglo students were matched on the

basis of socioeconomic level, intelligence, age, sex, and

grade level, there were still significant differences

between the groups on six school-related attitudes,

including the students' views on the desirability of

dropping out of school and the desirability of good grades.
1

Demos found that random samples of Mexican-American and

Anglo students (not matched on any variable) differed on

the attitudes mentioned above plus the students' views

on the necessity of a high school education421

Several non-intellectual variables also appear to

be related to the achievement of Mexican-American students,

according to Gill and Spilka. These researchers matched

a group of underachieving and a group of achieving

20
Se A. Takesian, "A Comparative Stvdy of the

Mexican-American Graduate and Dropout," (unpublished
Doctoral dissertation, University of Southern California,1967).

21
George Demos, "Attitudes of Mexican-American and

Anglo-American Groups Toward Education," Journal of Social
Psychology, LVII (1962), pp. 249-256.
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Mexican-American students on the basis of sex, age,

intelligence and number of courses taken. Using the

California Psychological Inventory and two other scales,

they found that the underachievers manifested more hos-

tility and less social maturity, intellectual efficiency

and conformity to rules than did the achievers.
22

According to Manuel, part of the reduced academic

achievement of Spanish-speaking students may be attributed

to the students having internalized a negative self-

image.
23

However, two researchers contend that Mexican-

American students as a group do not have a negative

self-concept. Carter, using a semantic differential with

189 Mexican-American and 98 Anglo high school students,

found no statistically significant differences between

the groups on three scales measuring how good, strong and

intelligent they viewed themselves.24

Similarly Najmi, using instruments he developed,

found no statistically significant differences between

the self-concepts of 104 Spanish-American and an equal

number of Anglo elementary school students. He found

22
Louis Gill and Bernard Spilka, "Some Non-

intellectual Correlates of Academic Achievement Among
Mexican-American Secondary School Students," Journal of
Educational Psychology, LIII (June, 1962), pp. 144-149.

23
Manuel, 2E. cit., p, 189.

24
Thomas Po Carter, "The Negative Self-Concept of

Mexican-American Students," School and 22sitty, XCVI
(March, 1968), pp.217-219.
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-that the girls in both groups showed a more negative

attitude toward themselves than did the boys, Najrni also

found that the self-concepts of the Spanish-American boys

were more closely related to academic problems than they

were to social relationships in school. This relation-

ship between the Spanish-American boys' self-concepts

and their school problems was also stronger than was the

relationship between the Anglo boys' self-concepts and

their school problems.
25

Schwartz identified several differences in the

attitudes of ninth and twelfth grade Mexican-American and

Anglo students in a large urban school district. He also

reported that some of the attitudes of these students were

related to their achievement. Employing scales developed

from the questionnaire responses of 3,000 Mexican-American

and Anglo students, Schwartz found the Mexican-American

students to be more oriented toward the family, to have

more concern over adult as opposed to peer disapproval, to

have less of a future-time orientation, and to approve

of the use of force to resolve conflicts. He found the

Mexican-American and Anglo twelfth grade students to be

more similar in their attitudes than the ninth grade students.

25M. A. K. Najmi, "Comparison of Greeley's Spanish-
American and Anglo-White Elementary School Children's
Responses to Instruments Deisgned to Measure Self-Concept
and Some Related Variables," (unpublished Doctoral
disseration, Colorado Stat College, 1962).
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28

- students, Schwartz found, was associated with a future-

time orientation, faith in human nature, acceptance of

the formal goals of the school, and belief in the peaceful

resolution of conflict. 26

A recent study by Anderson and Johnson also

indicates that sociocultural traits are linked to the

achievement of Mexican-American students. In their study,

using sections of the same data utilized in the present

study, nine factors were extracted from the responses of

two-hundred sixty-three Mexican-American and Anglo junior

high and high school students and were used to predict

the students' first semester grades in English and mathe.r.

matics. Taking the Mexican-American and Anglo students

together as one group, twenty-three per cent of the varia-

tion in their English grades, and fourteen per cent of

the variation in their mathematics grades could be accounted

for by the regression equations.

26
A. J. Schwartz, "Affectivity Orientations and

Academic Achievement of Mexican-American Youth,"
'unpublished Doctoral dissertation, University of California,
,os Angeles, 1967).



29

The factors that contributed significantly to the

two regression equations were different. The variables

that contributed to the prediction of the students' English

grades were self-concept of ability, sex, father's educa-

tion, language usage in the home, parental stress on

academic achievement, parental stress on completing high

school, and parental stress on attending college.

On the other hand, the variables that contributed to the

prediction of mathematics grades were self-concept of

ability, parental stress on academic achievement, students'

&sire to achieve in school and parental stress on attend-

ing college. 27

III. SUMMARY

Mexican-American students often come from

impoverished homes, do not stay in school as long or

achieve as well as their Anglo peers. A number of studies

have indicated that their culture is based on a different

language and that their values are quite different from

the middle-class Anglo values that permeate the typical

school.

The general picture presented in the literature is

27
James G. Anderson and William H. Johnson,

"Sociocultural Determinants of Achievement Among Mexican-
American Students," (paper prepared for the National
Conference on Educational Opportunities for Mexican"
Americans, Austin, Texas, April 25-26, 1968).
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that Mexican-American (or Spanish-speaking) peoples

differ from Anglo-Americans on the following sociocultural

characteristics: (1) language, (2) attitudes regarding

man's relation to nature, (3) orientation to time, (41

attitudes toward work and efficiency, (5) attitudes toward

change, (6) attitudes toward formal organizations, (7)

religious background, and (8) family organization and

child-rearing practices.

These typical descriptions have been challanged as

inaccurate and inappropriate for today's Mexican-American

population. Furthermore, the culture of poverty concept

reviewed suggests that these characteristics previously

viewed as uniquely part of the Spanish-speaking culture

are aspects of the culture of poverty and associated with

the marginal social-condition and depressed socioeconomic

status of most of the members of the Spanish-speaking

population.

Studies of Mexican-American students indicated

that while one researcher found Spanish-speaking students

experiencing little cultural conflict in school, another

found high school dropouts reported their ethnicity as a

source of their difficulties, and several found marked

differences between Anglo and Mexican-American students

on school related variables. A study of Mexican-American

dropouts found that they had less reading and spoken

English fluency, came from families of lower socioecononic
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status, felt unliked by the teachers, and had not made

enough effort to meet the requirements for graduation.

Another researcher found that Mexican-American

students differed significantly from Anglos on their views

concerning the desirability of obtaining good grades in

school, staying in school, and on the necessity of a high

school education. Underachieving Mexican-American students

exhibited more hostility and less social maturity,

intellectual efficiency and conformity to rules than did

achieving Mexican-American students, according to another

report.

Two studies indicated no significant differences

between the self-concepts of Mexican-American and Anglo

students, but one did relate their self-concepts to

academic problems. Another recent study found that the

grades of Anglo and Mexican-American students were related

to language usage, self-concept of ability, and the

students' and parents' attitudes toward achievement and

education.

These studies indicate that the sociocultural

characteristics of Mexican-American students are related

to their school achievement, but the picture is still

unclear.
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OBJECTIVES, SAMPLE AND SCALES USED

The review of the literature indicated there is

general agreement among most of the writers concerning

the sociocultural characteristics of Mexicani-Americans.

However, the validity of some of these descriptions has

been challenged recently, since many of the cultural char-

acteristics are not unique to Mexican-Americans but are

similar to those of other groups living in the culture of

poverty. Also, there are conflicting opinions as to the

degree of cultural conflict that Mexican-Americans experi-

ence in school, and it is not clear as to how these socio-

cultural characteristics are related to achievement.

I. OBJECTIVES

Zintz, as indicated earlier, postulated that the

differences between the Anglo cultural values of the school

and the Mexican-American cultural values were causes of

the depressed achievement of Mexican-American students. 1

The present study had three major objectives: (1) to

determine some of the sociocultural differences between

Mexican-American and Anglo junior high school students,

(2) to determine if the sociocultural characteristics of

1
Miles Zintz, Education Across Cultures (Dubuque,

Iowa: William C. Br47707747-717;3T7-----'
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the Mexican-American students were related to their lan-

guage background or their socioeconomic status, and (3) to

determine how the sociocultural characteristics of both

groups of students were related to their achievement.

These objectives necessitated the selection of clearly

identified and measurable sociocultural characteristics.

Two criteria were used in selecting the socio-

cultural characteristics examined in this study: (1) the

literature indicated that Mexican-Americans differed from

Anglos on the characteristic, and (2) there was reason to

believe the characteristic was related to achievement.

The literature reviewed in Chapter II provided many pos-

sible characteristics to choose from, but the second

criterion necessitated an examination of the variables

related to achievement.

Variables Related to Achievement.

Lavin, in a comprehensive review of the literature

up to 1963, indicated the following three categories of

variables which influenced achievement: (1) intelligence

and ability factors, (2) sociological determinants, and

(3) personality characteristics.2 The variables of

interest in this study were from the second and third

category.

2
David E. Lavin, The Prediction of Academic

Performance (New York: Russell Sage Foundation, 1965).
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These sociological and psychological variables

influencing achievement have been classified by Rosen as

aspects of the "Achievement Syndrome". 3
Rosen used the

term Achievement Syndrome to describe "the individual's

psychological and cultural orientation towards achieve-

ment".4 He described this syndrome as being composed of

three factors:

The first is a psychological lactor, achieve-
ment motivation, which provides the internal
impetus to excel in situations involving standards
of excellence. The second and third components
are cultural factors, one consisting of certain
value orientations which implement achievement-
ZENation behavior, the other of culturally
influenced educational-vocational aspiration
levels.5

Rosen further indicated that two of these three

factors in turn consist of several aspects. Achievement

motivation consists of : (1) achievement training "in

which the parents, by imposing standards of excellence

upon tasks, by setting high goals for their child ...

communicate to him that they expect evidences of high

achievement"; and (2) independence training, "in which

3
Bernard C. Rosen, "The Achievement Syndrome: A

Psychocultural Dimension of Social Stratification,"
American Sociological Review, XXI (April, 1956) 9 pp, 203-
71Tririe Bernard C. Rosen, "Race, Ethnicity and the
Achievement Syndrome; in Racial and Ethnic Relations, ed.
Bernard Segal, (New York: Thomas Y. Crowefr7-TWT7
pp. 133-153.

4
Rosen, "Race Ethnicity and the Achievement

Syndrome," 22. cit., p. 134

5Ibid, pp. 134-135.
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the parents indicate to the child that they expect him to

be self reliant and, at the same time, grant him relative

autonomy in decision-making situations."6

Achievement value orientations, according to Rosen,

include three sets of values: (1) activistic-passivistic

orientation, which "concerns the extent to which the cul-

ture encourages the individual to believe in the possi-

bility of his manipulating the physical and social

environment to his advantage," (2) individualistic-

collectivistic orientation, which "refers to the extent

to which the individual is expected to subordinate his

needs to the group," and (3) present-future orientation,

which "concerns the society's attitude toward time and its

impact upon behavior."7 Educational-vocational aspiration

levels, the third factor of the Achievement Syndrome, was

not broken down into components by Rosen.

The typical cultural descriptions of Mexican-

Americans as fatalistic, present-time oriented, auto-

cratic in their child-rearing practices, and unconcerned

with performance or efficiency indicate that they differed

markedly from the Anglos on several aspects of the Achieve-

ment Syndrome.

The student's self-concept is a personality

WIIIMMNINIIIM11111111111107 11.111111111611

6Ibid, p. 137.

7Ibid., pp. 137, 143, 144.
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variables related to achievement. One's self-concept

variously called self-image or self-esteem, is a person-

ality factor that evolves out of one's sociocultural

milieu. An eight year study conducted by Coopersmith

indicated that the important factors related to high

self-esteem were the closeness of the relationship between

the child and his parents and the form and type of control

or discipline employed by the parents.
8 Coopersmith also

reported that youngsters who had high self-esteem both

set higher standards for themselves and came closer to

achieving these standards than did youngsters of low self-

esteem.
9 The Equality of Educational Opportunity study

reported that self-concept correlated strongly with the

achievement measures, in some cases the correlation being

as high as 0.40 or 0,50.10

The studies reviewed earlier did not clearly indi-

cate that Mexican-American students had a low self-concept.

One writer, Manuel,11 had indicated he thought Spanish-

speaking students had internalized a negative self-image,

8
Stanley Coopersmith, The Antecedents of Self-

Esteem (San Francisco: W. H. Freeman and Co., 17077
p.240.

9
Stanley Coopersmith, "Studies in Self-Esteem,"

Scientific American, CCXVIII (February, 1968), pp. 96 -107.

10
Coleman, et al., 22. cit., p. 319.

11
Manuel, 22. cit., p. 189.
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but two other researchers, Carter, 12
and Najmi

13
reported

they found no significant differences between the self-

concepts of Anglo and Mexican-American students.

Sociocultural Variables Examined in this Study.

After considering the variables related to achieve-

ment and the characteristics on which the Mexican-American

and Anglo cultures had been contrasted, the following

seven sociocultural variables were chosen for inclusion

in the present study: (1) socioeconomic status, (2)

language usage in the home, (3) self-concept of ability,

(4) achievement orientation attitudes, (5) family indepen-

dence training practices, (6) parental achievement press,

and (7) the students' social distance. Each of these

variables will now be considered in detail.

Socioeconomic status. Socioeconomic status is often

cited as being a correlate of both intelligence and achieve-

ment. Lavin, for example cites at least thirteen major

studies that demonstrated the relationship of socioeconomic

status to school performance.
14

According to a study by

Wolf, the relation between socioeconomic status and

achievement may be due to the child-rearing practices and

12
Carter, 22. cit.

13
Najmi, 22. cit.

14
Lavin, 22. cit., pp. 123-128.
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family interaction patterns that are related to the socio-

economic status of the parents, rather than to their

socioeconomic status as se.
15 The interest in socio-

economic status in the present study was not in how it

may be related to achievement, but rather in how it may

be related to the sociocultural characteristics of the

Mexican-American students.

Lamaasjacharound. Since English is the medium

of instruction, language difficulties are often cited by

educators as one of the reasons for the Mexican-American

student's difficulties in school.
16 Interest was focused

on language usage in the home to see how it was related

to achievement.

Attention was also focused on language background

in this study of its possible relationship to the char-

acteristics associated with the Spanish-speaking people's

culture. A study by Nelson found that the use of Spanish

as the main language persists to a greater extent in thIrd

generation Spanish-surname families than does the use of

French or German in third generation families of those

15
Richard M. Wolf, "The Identification and Measure-

ment of Environmental Variables related to Intelligence,"
(unpublished Doctoral dissertation, University of Chicago,
1964.)

16Zintz,
22. cit., pp. 122, 194.
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extractions.
17 Walter, presenting a common anthropo-

logical viewpoint on the relation of language and culture,

stated:

Language is the medium through which culture is
transmitted, it is one of the first things the child
learns end, once acquired, it becomes a key which
opens to him the rest of his culture. It is
through language that symbolic values are imparted
and 'group consciousness, rapport, solidarity
and integrity' are maintained.

Language is one of the strongest bonds uniting
a cultural group. It is their 'sign of recog-
nition' and their 'badge of brotherhood.'
Language is a good guide to the way a person
perceives events and objects in the world about
him.18

Landes, when describing how rooted the Mexican-

American culture is in the Spanish language, observed that

even when forbidden to speak Spanish at work or at school,

the family

fosters a vociferous use of Spanish. It
kSpanish) fosters tender memories of Mexico,
home of ancestors, living kinsmen, and the mother
Church. It teaches children nevAr to forget
'loyalty' to Mexico nor guilt over leaving it.19

Self-concept of ability. The Equality of Educa-

tional Opportunity study reported that the students'

17
Lowry Nelson, "Speaking of Tongues," American

Journal of Sociology, LIV (November, 1943), pp. 202-210.
Nelson also noted that the persistence of Spanish is
particularly high in New Mexico and Colorado.

18
Paul A. F. Walter, Jr., Race and Culture Rela-

tions (New York: McGraw Hill Book Co., 19377W. 25, 34.
19
Ruth .-3ndes, Culture in American Education (New

York: John Wiley and Sons, 1965), p. 296.
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press was included in the present study.

Social distance. Ordinarily, social distance

measures are not explicitly related to achievement, but

there are theoretical reasons why they may be related to

the achievement of Mexican-American students. Social

distance scales have been employed by social scientists

as a measure of a person's prejudice toward individuals

of differing backgrounds. The typical school is steeped

in Anglo-middle-class values, and instruction for the

most part is accomplished by middle class teachers speaking

little or no Spanish.30 A Mexican-American student may

well be repulsed by the school environment and teachers;

thus, resulting in him not doing as well in school. In

this case, the student's social distance would be directly

related to his poor, achievement.

The literature provided some evidence that Mexican.

Americans and Anglos differed in their social distance.

Saunders had observed in the 1950's that there was little

unnecessary mingling of Anglos and Spanish-speakers. He

also indicated there were feelings of strangeness and

mistrust on the parts of both groups. 31
Loomis and his

associates, in a more recent study, found a surprisingly

high level of prejudice, as measured by social distance

30
Zintz, 22. cit., Chap. III.

31
Saunders, 22. cit., p. 112.



41

and found several of these components to be related to

achievement.
25 He also recently reported that two of

these components, activism and occupational primacy, were

among eleven factors he found to be indicative of modern,

technologically oriented urban attitudes versus rural,

non-technologically oriented attitudes of persons in

Brazil and Mexico.
26

Interest was focused on achievement orientation

because Mexican-American values were so often contrasted

with Anglo values on their time orientation and activistic-

passivistic orientation.

Independence training. Independence training was

another aspect of Rosen's Achievement Syndrome which was

described earlier.
27

Elder found that democratic inde-

pendence training on the part of the parents was associ-

ated with high academic motivation and with high achieve-

ment on the part of students. He found that the same

general pattern held true regardless of the social class

of the family, although lower-class parents tended

to engage less in independence training than did the

25
Joseph H. Kahl, "Some Measures of Achievement

Orientation," American Journal of Sociology, LXX (May,
1965), pp. 669-681.

26
Joseph H. Kahl, The Measurement of Modernism

(Austin, Texas; University of Texas Press, INT=
27

Rosen, 22. cit.
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parents of middle-class students.
28

Since Mexican-Americah parents had been described

as being autocratic in their child-rearing practices,

independence training was included as a variable in this

study.

Parental ashimmenteress. Elder also found that

the students' overall academic motivation was positively

related to parental achievement pressure. Furthermore,

parental achievement pressure was not simply related to

school performance, according to Elder. The amount of

reported parental pressure tended to increase as the

students' grades decreased. However, this relationship

was not strong and a sizable proportion of students with

good grades reported considerable parental pressure.

Middle and lower-class parents were equally likely to put

pressure on high achieving students; however, middle-

class parents tended to pressure low achieving students

more than lower-class parents did. 29

Since Mexican-American families were reportedly

unconcerned with performance and efficiency and because

this could affect the students' achievement, achievement

28
Glen H. Elder, Jr., Adolescent Achievement andMobilit Aspirations, Institute for Research in SocialSc ence Monograph;7Chapel Hill, North Carolina: Universityof North Carolina at Chapel Hill, 1962), pp. 77)-75.

29
Elder, 22. cit., pp. 89-90.
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press was included in the present study.

Social distance. Ordinarily, social distance

measures are not explicitly related to achievement, but

there are theoretical reasons why they may be related to

the achievement of Mexican-American students. Social

distance scales have been employed by social scientists

as a measure of a person's prejudice toward individuals

of differing backgrounds. The typical school is steeped

in Anglo-middle-class values, and instruction for the

most part is accomplished by middle class teachers speaking

little or no Spanish. 30 A Mexican-American student may

well be repulsed by the school environment and teachers,

thus, resulting in him not doing as well in school. In

this case, the student's social distance would be directly
x

related to his poor achievement.

The literature provided some evidence that Mexican.

Americans and Anglos differed in their social distance.

Saunders had observed in the 1950's that there was little

unnecessary mingling of Anglos and Spanish-speakers. He

also indicated there were feelings of strangeness and

mistrust on the parts of both groups. 31
Loomis and his

associates, in a more recent study, found a surprisingly

high level of prejudice, as measured by social distance

30zintz,
92. cit., Chap. III.

31
Saunders, 92. cit., p. 112.
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scales, directed by native Mexican citizens toward various

groups including Protestants and Whites. He also reported

a moderate level of prejudice toward Protestants on the

part of Spanish-speaking informants from the Southwest.32

Because of the possible relation of social distance

to the achievement of Mexican-American students, this

variable was included in the study.

The methods used to generate the scales measuring

the above seven sociocultural variables are described in

detail later in this chapter. Before discussing the

specific hypotheses for these variables, the method of

arriving at these hypotheses will be presented.

Culturally Based Achievement Motivation Model.

Many of the specific hypotheses concerning the

above variables were derived from a general culturally

based achievement motivation model based on the literature.

This model consisted of two parts: (1) the relation of

language to the sociocultural variables, and (2) the rela-

tion of these variables to achievement.

The first part of the model was developed in the

following manner. The Mexican-American culture is often

considered to be rooted in the Spanish language. The

32
Charles P. Loomis, Zona K. Loomis and Jeanne

Gullahorn, Linka es of Mexico and the United States,
Agricultural Experiment Station Research Bulletin No. 14,
(East Lansing, Michigan: Michigan State University, 19660,
pp. 36 -37.

I
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anthropological via, as presented earlier indicates that

"language is the medium through which culture is trans-

mitted."33 If this is true, a shift to the use of English

by Mexican-Americans could produce a change in some of

their cultural values. Mexican-Americans using English

at home would be expected to have sociocultural char-

acteristics similar to Anglos, while those using Spanish

at home would be expected to have characteristics similar

to those typically given in the literature. In this

manner, language background is viewed as a determiner of

of the sociocultural characteristics in the model.

The second part of this culturally based achievement

motivation model dealt with the relationship of these

variables to achievement. Each variable was presumed to

be a potential determiner of the student's achievement in

precisely the manner described in detail in the previous

section.

The complete culturally based achievement motiva-

tion model is presented diagrammatically in Figure 1.

This model postulates a number of interrelationships among

the variables. For both Mexican-American and Anglo stu-

dents, high achievement should be associated with the

following: (1) high self-concept of ability, (2) high

achievement orientation, (3) democratic independence

33
Walter, 22. cit., p. 25.
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training, and (4) high parental achievement pressure. In

addition to the above, for Mexican-American students high

achievement should be associated with an English-speaking

background and low social distance. The language back-

ground of the Mexican-American students should be directly

related to their achievement because of their difficulties

with English. Furthermore, language background should be

indirectly related to achievement through the postulated

link between language and the variables.

For Anglo students the links between language and

the variables and between language and achievement are not

applicable, as they all come from an entirely English-

speaking background.

This achievement motivation model was used as a

device for pulling together explicitely the manner in which

language and the other variables could be related to

achievement. This model was also used to generate specific,

testable hypotheses.

Hypotheses.

The hypotheses were grouped in two categories,

hypotheses about the sociocultural characteristics, and

hypotheses about the relation of the sociocultural char-

acteristics to achievement.

Hypotheses about sociocultural characteristics.

The study was designed to test the following hypothees



48

about ethnicity, language background and the sociocultural

characteristics:

1. Mexican-American and Anglo students differ

significantly on each of the sociocultural characteristics

measured.

2. Boys and girls differ on some of these charac-

teristics, particularly the measures of achievement

orientation.

3. Mexican-American students from English-speaking

backgrounds have characteristics more similar to those of

the Anglo students than do the students from Spanish-

speaking backgrounds.

4. The relation between the Mexican-American stub-

dents' language background and their sociocultural char-

acteristics is independent of their socioeconomic status.

Hypotheses about achievement and the sociocultural

characteristics. The study was designed to test the

following hypotheses about the sociocultural character-

istics of each group of students and their achievemeat.

1. For both Mexican-American and Anglo students,

high achievement is associated with the following char-

acteristics: (1) high self-concept of ability, (2) high

achievement orientation, (3) democratic independence

training, and (4) high parental achievement pressure.

2. For Mexican-American students not only is the

above true, but high achievement is also associated with
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an English-speaking background and low social distance.

II. THE SAMPLE

The present study was based on data from 218 junior

high school students enrolled in the Las Cruces public

schools during the 1967 - 1968 school year. These students

were part of a larger sample of elementary, junior high,

and high school students drawn for a pilot project as part

of the El Paso Mathematics Project of the Southwestern

Educational Developmental Laboratory, Austin, Texas.

For this pilot project a population of two hundred

sixteen families with children at all three levels of the

Las Cruces public schools was identified by means of an

initial survey of the junior high schools. At the request

of the central office, only families with children at all

three levels of the public schools were included. This

population was tiien grouped on the basis of nationality,

number of generations removed from Mexico, and language

usage in the home. From this population a non-proportional

stratified random sample was drawn. The original populate

tion and the sample drawn are shown in Table I. Where

less than thirty families were in a group all the families

were included in the sample, as this was the only feasible

method of ensuring a large enough number in each group to

detect differences between the groups. The report by

Anderson and Johnson cited earlier dealt with some of the



TABLE I

30

1
LAS CRUCES FAMILIES WITH CHILDREN AT ALL THREE LEVELS

OF THE PUBLIC SCHOOLS STRATIFIED BY
NATIONALITY AND BY GENERATION

GROUP* NATIONALITY POPULATION SAMPLE

MEXICAN-AMERICAN 14 14
Student born in Mexico, one or
both parents born in Mexico.

2 MEXICAN-AMERICAN 19 19
Student born in U. S., one or
both parents born in Mexico.

3 MEXICAN-AMERICAN 24 24
Students born in U. S., both
parents born in U. Sy, one or
more grand parents born in Mexico.

4 MEXICAN -AMERICAN 21
Spanish-surname student, parents
and grand parents all born in U. S.,
Spanish used predominantly in home.

21

5 MEXICAN-AMERICAN 71 36
Spanish-surname student, parents
and grand parents all born in U.S.,
English and Spanish both used in
home.

6 ANGLO 56 38
Non-Spanish-surname student,
parents and grand parents all born
in U. S., English used entirely in
home.

7 ANGLO 11
Non - Spanish-s'irname student, one or
more of parents or grand parents
born in country other than Mexico,
English used entirely at home:

11

TOTAL 216 163
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differences between the groups.
34

A questionnaire designed to determine many socio-

cultural characteristics including those used in the

present study was developed by Drs. James G. Anderson,

William H. Johnson, and the writer. A set of family

interview questions was also developed by this same team

and the socioeconomic indices used in this study were

based on information from these interviews. Both the

questionnaire and the interview questions were admin-

istered during the fall of 1967. The first semester

English and mathematics grades for these students were

collected from school records in the spring of 1968. In

addition, the students' scores on the Iowa Test of Basic

Skills, which is administered to all seventh and ninth

grades by the school guidance department, were collected

from school records during the summer of 1968. The

administration of the California Short-Form Test of Mental

Maturity to all the junior high students in this sample

was supervised by the writer during the spring of 1968.

Due to non-responses or uninterpretable responses

to some items on the questionnaire, the number of question-

naires that were utilizable for this study was reduced to

126. Due to absences during the administration of the

achievement or intelligence tests, a few of these 126

34
Anderson and Johnson, 92. cit.
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students could not be included in parts of the analysis.

The nationality and sex of the students used in

the present study are shown in Table II.

III, SCALES USED IN THIS STUDY

The questionnaire administered to the students

included questions designed to measure the following socio-

cultural characteristics: (1) language usage in the home,

(2) self-concept of ability, (3) achievement orientation,

(4) family independence training, (5) parental achievement

press, and (6) the students' social distance attitudes.

The fathers' and mothers' educational levels and the

fathers' occupations, which were used as indices of the

students' socioeconomic status, were obtained from the

family interview questions. A copy of all the questions

used in the present study is given in Apvenaix A. In the

following section of this chapter the methods of developing

the scales from these questions are described.

Socioeconomic Status.

Three indices of socioeconomic status were employed:

the father's educational level, his occupation, and the

mother's educational level. The information for these

indices was obtained from the family interview schedule

and coded as shown in Table III,

Language Background.

Three questions from th-e student questionnaire were
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TABLE II

BACKGROUND AND SEX OF STUDENTS IN THE STUDY

MALE FEMALE TOTAL

MEXICAN-AMERICAN 46 41 87

ANGLO-AMERICAN 17 22 39

TOTAL 63 63 126
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TABLE III

SOCIOECONOMIC STATUS INDICES

FATHER'S EDUCATIONAL LEVEL

CODE

0 Never Went to School
1 Some Grade School
2 Finished Grade School
3 Some High School
4 Graduated from High School
5 Attended Trade or Technical School
6 Some College
7 Graduated from College

FATHER'S OCCUPATION

CODE

0 UNSKILLED LABORER. (such as cannery
worker, janitor, general hospital employee,
farm laborer, window cleaner, hod carrier,
general construction laborer.)

1

2

3

4

SKILLED MANUAL EMPLOYEE. (such as auto
body repairman, die maker, fireman, radio-
TV repairman, printer, carpenter, welder,
butcher and barber.)

CLERICAL AND SALES. (such as bank teller,
railroad conductor, shipping or warehouse
clerk, draftsman, supervisor of maintain-
ance, time keeper.)

ADMINISTRATIVE, SMALL BUSINESS AND SEMI-
PROFESSIONAL. (such as credit manager,
service manager, gas station owner,
plumbing contractor, mortician, railroad
dispatcher, deputy sheriff.)

PROFESSIONAL OR MANAGERIAL. (such as Army
Major, lumber yard owner, lawyer, physician,
teacher or pharmacist.)

4=MMIM.-

MOTHER'S EDUCATIONAL LEVEL

(Coding identical to Father's Educational 1.,evel)
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used to assess the language usage in the home. The

intercorrelation matrix for these questions is shown in

Table IV. A principal components analysis of these ques-

tions showed that all loaded on a single component account-

ing for eighty-eight per cent of the variation. The

questions and their loading on this component are shown in

Table V.

Factor scores were computed for each student. 35

These scores had a standard deviation of 0.97 and a mean

of zero. A score near the positive extreme indicated

that English was used predominantly in the home. Since

the initial choice of students for the sample ensured that

Spanish was the only other language in use, a score near

the negative extreme indicated that Spanish was used most

of the time at home.

Self-Concept of Ability.

Five questions were used to measure the students'

self-concept of ability. Question 35 was used in the

,Equality of Educational Opportunity study, and the other

35The factor scores for this and the subsequent
principal components analyses were computed as part of the
analysis. The computer program used for this analysis is
described in the IBM Manual 1130 Statistical System (1130-
CA-06X) User's Manual, White Plains, New York: Inter-
national Business Machines Corp., 1967). The program used
the short regression method .described by H. Harman in
Modern Factor Analysis (Chicago: University of Chicago
Press, 17§7737 pp. 362-369 to calculate the factor scores.
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TABLE IV

LANGUAGE BACKGROUND QUESTIONS
INTERCORRELATION MATRIX

QUESTIONS

43 44 45

43

44

45

1.000 0.743

1.000

0.849

0.874

1.000
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TABLE V

FACTOR LOADINGS OF LANGUAGE BACKGROUND QUESTIONS

FACTOR LOADING QUESTIONa

0.915)

0.928

43. What language do your parents
speak to each other?

44. What language do you use in
talking to your brothers and
sisters?

1.986 45. What language do you use in
talking to your parents?

aCode:

0 English all of the time
1 English most of the time
2 English about half of the time
3 A language other than English most

of the time
4 A language other than English all

of the time
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four were adapted from a study by Brookover. 36 A principal

components analysis of the five questions indicated that

they all loaded on one common component accounting for

seventy-nine per cent of the total variation. The inter-

correlation matrix for the questions is shown in Table VI,

and the loadings of the questions on the component are

shown in 'Table VII.

Factor scores were computed for each student during

this principal components analysis. These scores were

distributed with a standard deviation of 0.86 and a mean

of zero, and their interpretation is as follows: a

negative score indicated the student felt he was of below

average ability, while a positive score indicated the

opposite.

Achievement Orientation.

Ten questions taken from achievement orientation

scales described by Kahl were used in this study.37 The

intercorrelation matrix for these questions is shown in

Table VIII. Since some of the correlations were small,

the matrix was tested for significance to determine if

36
Coleman, et. al., op. cit., p. 281; and Wilbur

B. Brookover, et al., Self-Concept of Ability and School
Achievement, Final report of Cooperative Research Project
$7077East Lansing, Michigan: Office of Research and
Publications, Michigan State University, 1962).

37
Kahl, "Some Measures of Achievement Orientation,"
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TABLE VI

SELF-CONCEPT OF ABILITY QUESTIONS
INTERCORRELATION MATRIX

QUESTIONSa

35 60 61 62 63

35

60

61

62

63

1.000 0.239

1.000

0.208

0.581

1.000

0.144

0.296

0.441

1.000

0.284

0.293

0.337

0.457

1.000

a
These questions were from the second section
of the questionnaire



TABLE VII

FACTOR LOADINGS OF SELF-CONCEPT OF ABILITY QUESTIONS

FACTOR
LOADING
INMINMIMC,

QUESTIONS

LmalasiI011.01041IONIWINfte

-0.363 35. "I feel that I just cannot learn"

Code

0 Never
1 Seldom
2 Sometimes

3 Most of the time
4 Always

-0.681 60. How do you rate yourself in school ability
compared with your closest friends?

Code

60

0 I am among the best 3 I am below average
1 I am above average 4 I am among the
2 I am average poorest

-0.736 61. How do you rate yourself in school ability
compared to all other people your age?

Code

0 I am among the best 3 I am below average
1 I am above average 4 I am among the
2 I am average poorest

-0.607 62. Do you think you have the ability to
complete high school?

Code

0 Yes, definitely
1 Yes, probably
2 I don't know

3 Probably not
4 Definitely not

-0.592 63. Do you think you have the ability to
complete college?

Code

0 Yes, definitely
1 Yes, probably
2 I don't know

3 Probably not
4 Definityly not

a
Questions were all from the second section of the
questionnaire.
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there were significant interrelations among the responses

to the ten questions. This statistical test for complete

independence (i.e. that the sample was drawn from a popu-

lation in which the correlations between the ten questions

was in fact zero) can most conveniently be stated in

Matrix form. The null hypothesis is R I, and is tested

against the alternative R 0 I, where R is the inter-

correlation matrix and I is the identity matrix with ones

on the major diagonal and zeros elsewhere.

The statistic for this test'is:

2p+5
X2 = -(N - 1 - ) In IR I

6

where

N is the number of observation vectors

p is the number of variables (questions)

IRlis the determinant of the correlation matrix
of the p questions.

This statistic is tested against the tabled value

of the chi square distribution with hp(p - 1) degrees of

freedom. 38 This test yielded a chi square value of 144.42

with 45 degrees of freedom. Since this is well beyond the

tabled chi square value of 80.1 required for rejection of

the null hypothesis at the 0.001 level of significance,

the null hypothesis of no interrelations is resoundingly

38
Donald F. Morrison, Multivariate Statistical

Methods (New York: McGraw Hill Book Co., 19677-57-113.
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rejected.

A principal components analysis of these ten

questions assessing the students' achievement orientation

showed there were four underlying components that

accounted for fifty-nine per cent of the variation. Table

IX shows the results of the principal components analysis

using the Varimax rotation and retaining all components

with eigenvalues greater than bne.39

To estimate how stable or reliable these four fac-

tors were, the students were divided into two halves on

an odd-even basis, and separate principal components

analyses were run for each half. Such an approach was

suggested by Armstrong and Soelberg.40 According to

Cliff and Hamburger, the sampling error of factor loadings

have a root mean squared sampling error of approximately

1,(3-.41 Using this estimate, the factor loadings for

each half had a sampling error of 1/16i or 0.13.

The two resulting factor loading matrices were

compared by calculating a coefficient of congruence

39
H. F. Kaiser, "The Varimax Criterion for Analytic

Rotation in Factor Analysis," Psychometrika, XXIII (1958),
pp. 187-200.

40
J. Scott Armstrong and Peer Soelberg, "On the

Interpretation of Factor Analysis," Psychological Bulletin,
LXX (November, 1968), pp. 361-364.

41
Norman Cliff and Charles D. Hamburger, "The Study

of Sampling Errors in Factor Analysis by Means of
Artificial Experiments," Psychological Bulletin, LXVIII
(December, 1967), pp. 430-445.
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TABLE IX

ORTHOGONAL FACTOR MATRIX (VARIMAX ROTATION) FOR
ACHIEVEMENT ORIENTATION QUESTIONS

FACTOR NUMBER

QUESTION I II III IV COMMUNALITY

.56 -0.0868 0.7557 -0.1878 0.0203 0.6144

57 - 0.1579 -0.1708 0.2573 -0.7562 0.6923.

58 0.0821 0.8348 0.1071 0.0205 0.7156

59 -0.2222 0.1827 0.5987 -0.4159 0.6142

60 0.6516 0.0705 -0.1292 -0.0193 0.4466

61 -0.5852 0.1457 0.3852 -0.0018 0.5122

62 0.1640 0.1383 -0.6910 0.0300 0.5246

63 -0.8048 -0.0009 -0.1424 -0.1065 0.6794

64 0.1566 0.1047 -04131 -0.6680 0.6524

65 -0.0677 0.0330 -0.6688 -0.0766 0.4589

CUMULATIVE
PER CENT
OF TRACE 21.9 36.0 48.2 59.1
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between each of the factors. This coefficient is defined

by Harman as:

YjPq =

n

Tijilaip . 2ajg

itl tia2ip)/2a2i)

j=1 11 j=1
This compares factor p of half one .with factor q of

half two. The prefixes 1, 2 distinguish the factor weights

(aj 's) for half one or half two, and n is the number of

items or variables in each half.
42

This coefficient of congruence can have values

ranging from -1.0 to 1.0, where a value near zero indi-

cates that factor p from the first half and factor q

from the second half have loading patterns that are not

at all similar, and values near minus or plus one indicate

that those two factors have loading patterns that are

similar. There is no statistical test on how near one the

absolute value of this coefficient should be in order to

say the loading patterns of two factors are similar. This

writer has arbitrarily chosen an absolute value of 0.80

or more as indicating a good degree of similarity.

The coefficients of congruence for the two halves

of the students on the Achievement Orientation questions

are shown in Table X. The reader will note that component

42Harry H. Harman, Modern Factor Analysis (Chicago:
University of Chicago Press, 1967), p. 270.



66

TABLE X

COEFFICIEttTS OF CONGRUENCE, ACHIEVEMENT ORIENTATION QUESTIONS

COMPONENTS FROM FIRST HALFa

COMPONENTS FROM
SECOND HALF 1 2 3 4

1 0.776 0.078 0.571 0.371

2 0.057 0.878 -0.024 0.090

3 Q.437 0.053 -0.658 -0.153

4 0.570 0.000 0.489 -0.410

aunderlined values indicate components having the
same loading patterns.
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one appears to be the most stable, and that components

three and four are not as stable as the first two com-

ponents.

Tables XI, XII, XIII and XIV present the i3ur

components of achievement orientation. Each component is

presented separately along with the questions having

primary loadings on that component. The names of these

components were based on the content of the questions

having the highest loading for that particular component.

Four factor scores (one for each component) were

computed for each student. These factor scores were all

distributed with a standard deviation of 0.6 and a mean

of zero. The interpretation of each of these sets of

factor scores is as follows.

Component I: Fatalism versus activism. This first

component indicated how the student feat about his environ-

ment. A student with a negative score indicated he had a

fatalistic, present-time oriented outlook, while a positive

score indicated he had an activistic, future-time oriented

outlook.

apaoneatIII_Occupational.primacz. This second

component indicated the student's outlook on vocational

success. A negative score indicated a feeling that one's

vocational success is an important part of his life, while

a positive score indicated the opposite.
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TABLE XI

ACHIEVEMENT ORIENTATION, COMPONENT I:
FATALISM VERSUS ACTIVISM

FACTOR LOADING QUESTION

0.652

-0.585

-0.805

60. When a man is born the success he is
going to have is already in the cards
so he might as well accept it and not
fight against it.

Code

0 Strongly agree 3 Disagree
1 Agree 4 Strongly disagree
2 Undecided

61. Nowadays with world conditions the way
they are the wise person lives for
today and lets tomorrow take care of
itself.

Code

0 Strongly disagree 3 Agree
1 Disagree 4 Strongly agree
2 Undecided

63. With things as they are today an
intelligent person ought to think only
about the present without worrying
about what is going to happen tomorrow.

Code

0 Strongly disagree 3 Agree
1 Disagree 4 Strongly agree
2 Undecided

1
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TABLE XII

ACHIEVEMENT ORIENTATION, COMPONENT II:
OCCUPATIONAL PRIMACY

FACTOR LOADING QUESTION

0.756

0.835

56. The most important purpose of the
public schools is to prepare people
for success in jobs.

Code

0 Strongly agree 3 Disagree
1 Agree 4 Strongly disagree
2 Undecided

58. The job should come first, even if
it means sacrificing time from
recreation

Code

0 Strongly agree 3 Disagree
1 Agree 4 Strongly disagree
2 Undecided
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TABLE XIII

ACHIEVEMENT ORIENTATION, COMPONENT III: PLANNING
AHEAD VERSUS PASSIVE ACCEPTANCE

Ar.
FACTOR LOADING QUESTION

0.599 59. Planning only makes a person unhappy
since your plans hardly ever work
out anyhow.

Code

0 Strongly disagree 3 Agree
1 Disagree 4 Strongly agree
2 Undecided

-0.691 62. Making plans only brings unhappiness
because the plans are hard to fulfill.

-0.669

Code

0 Strongly agree 3 Disagree
1 Agree 4 Strongly disagree
2 Undecided

65. It is important to make plans for
one's life and not just accept what
comes.

Code

0 Strongly disagree 3 Agree
1 Disagree 4 Strongly agree
2 Undecided
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TABLE XIV

ACHIEVEMENT ORIENTATION, COMPONENT IV:
STRIVING ORIENTATION

FACTOR LOADING QUESTION

-0.756 57. The best way to judge a man is by his
success in his job.

-0.668

Code

0 Strongly disagree 3 Agree
1 Disagree 4 Strongly agree
2 Undecided

64. The secret of happiness is not
expecting too much out of life and
being content with what comes your
way.

Code

0 Strongly agree 3 Disagree
1 Agree 4 Strongly disagree
2 Undecided
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Component III: Planning ahead versus passive

acceptance. This component indicated the student's feel-

ings as to how much control he has over his future if he

plans ahead, i.e. how beneficial planning ahead seemed to

him. A negative factor score indicated a strong feeling

that one should plan ahead and not just accept what comes.

A positive score indicated a passive, accept what tomorrow

brings attitude.

Component IV: Strivin orientation. This last

component of achievement orientation was the most diffi-

cult to interpret. It appeared to be a striving, "get

ahead" attitude. A negative factor score indicated a

feeling that striving to get ahead was important, while

a positive score indicated the opposite.

Independence Training.

The questions used to assess the parents' inde-

pendence training patterns were obtained from a study by

Elder, who reported these questions formed a Guttman scale43

The writer submitted these questions to a Guttman scale

analysis as described by Edwards,44 and found the codes

Elder had used for the responses produced an adequate

Guttmen scale for this sample of students.

43
Elder, 22. cit., pp. 74 -75.

44
Allen L. Edwards, Techniques of Attitude Scale

Construction (New York: Appleton-Century-Crofts, 195 7T.
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Two sets of questions were used in the student

questionnaire to determine the parents' independence

training patterns. Questions one through five (second

section of questionnaire) determined the father's inde-

pendence training, and questions six through ten deter-

mined the mother's. The sets were identical except for

the interchanging of "mother or stepmother" for !!father

or stepfather," The questions and the codes for the res-

ponses are shown in Table XV.

The independence training score for each parent

was obtained by summing the coded responses for the five

questions, and ranged from zero to five. The two parents'

scores were summed to obtain a total independence training

score for the students' parents, ranging from zero to ten.

A score of zero for a parent is interpreted as non-

democratic child-rearing practices, while a score of five

indicated democratic practices designed to train the child

to make independent, responsible decisions.

With the responses coded as indicated in Table XV,

the coefficient of reproducibility as defined by Edwards

was 0.74 for a random sample of one hundred students. 45

This was not as high as the 0.85 recommended by Guttman

for a true scale, but it did meet his description of a

45
Edwards, 22. cit., pp. 184-188.
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INDEPENDENCE TRAINING QUESTIONSa
74

1. In general, how are most decisions made between you and
your father or stepfather?

Code

0 He just tells me what to do
1 He listens to me, but makes the decision himself
1 I have considerable opportunity to make my own

decisions but he has the final word
1 My opinions are as important as his in deciding

what I should do
1 I can make my own decisions but he would like me

to consider his opinion
0 I can do what I want regardless of what he thinks

2. Does he let you have more freedom to make your own
decisions and to do what you want than he did two or
three years ago?

Code

1 Much more 0 A little less
1 A little more 0 Much less
0 About the same

3. When you don't know why he makes a particular decision
or has certain rules for you to follow, will he
explain the reason?

Code

0 Never 1 Usually
0 Once in a while 1 Always
0 Sometimes

4. When you don't know exactly why he is going to punish or
discipline you, will be explain the reason to you?
Code

1 Always 0 Sometimes
1 Almost always 0 Very seldom
0 Usually

5. How often does he discipline or punish you by reasoning
with you, explaining, or talking to you?
Code

I Very often
1 Frequently
0 Once in awhile

0 Very seldom
0 Never

aQuestions from second section of Questionnaire
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quasi-scale. According to Guttman,

Quasi-scales differ from perfect scales in
two respects: (1) reproducibility is substan-
tially imperfect, and (2) the errors of repro-
ducibility have some definite law of deviation
about but a single underlying quantitative (scale)
variable446

Achievement Press.

These eight questions assessing the various school

related pressures parents exert on students Were based on

questions used by Elder. 47 The intercorrelation matrix

for these questions is shown in Table XVI.

An orthogonal principal components analysis of the

responses to these questions indicated that there were four

underlying components with eigen values greater than one.

These four components accounted for seventy-eight per cent

of the total variation in the responses. The results of

this principle components analysis are shown in Table XVII.

Each component, along with the questions having a

primary loading on that component? is presented separately

in Tables XVIII, XIX XX and XI. The names of these com-

ponents were based on the content of the questions having

the highest loading on that particular component.

Factor scores for each component were calculated

wal.ewmagor

46
Louis Guttman, "On Smith's Paper on 'Randomness

of Error' in Reproducable Scales," Educational and psycho-
logical Measurement, XIII (Autumn, 1953), p. 505.

47
Elder, 22. cit., pp. 85-89.
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TABLE XVII

ORTHOGONAL FACTOR MATRIX (VARIMAX ROTATION) FOR
ACHIEVEMENT PRESS QUESTIONS

FACTOR NUMBER

QUESTION I II III IV .COMMUNALITY

18 0.0135 -0.8181 0.0313 0.1600 0.6962

19 -0.0015 0.0260 0.2703 0.7908 0.6992

20 -0.9131 -0.0663 0.1236 0.0071 0.8536

21 -0.1454 -0.0402 0.9122 0.0201 0.8554

23 - 0.1187 -0.8342 0.0615 -0,0600 0.7174

25 0.0012 -0.1247 -0.1846 0.8099 0.7057

26 -0.9213 -0.0455 0.1077 -0.0070 0.8625

27 0.0958 0.0653 -0.9151 -0.0378 0.8524

CUMULATIVE
PER CENT
OF TRACE 28.7 46.8 63.8 78.0
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TABLE XVIII

ACHIEVEMENT PRESS, COMPONENT I: PARENTAL
PRESSURE TO GET GOOD GRADES

FACTOR LOADING QUESTION

-0.913 20. How much does he (father) want you to
get good grades?

Code

0 He puts a lot of pressure on me
1 He gets after me frequently
2 He urges me to do well once in

awhile
3 He lets me do as I please
4 Doesn't care

-0.921 26. How much does she (mother) want you
to get good grades?

Code

0 She puts a lot of pressure on me
1 She gets after me frequently
2 She urges me to do well once in

awhile
3 Lets me do as I please
4 Doesn't care



TABLE XIX

ACHIEVEMENT PRESS, COMPONENT II: AMOUNT OF
PARENTAL HELP WITH SCHOOLWORK

FACTOR LOADING QUESTION

-0.818 18. How much help does he (father) give
you with your school work?

Code

0 Almost everytirne I ask
1 Most of the time
2 About half the time
3 Once in awhile
4 Never

-0.834 23. How often does she (mother) helf you
with your school work?

ode

0 Almost everytime I ask
1 Most of the times I ask
2 About half the time
3 Once in awhile
4 Never

79



TABLE XX

ACHIEVEMENT PRESS, COMPONENT III: PARENTS' DESIRE
THAT THE STUDENT GO TO COLLEGE

FACTOR LOADING QUESTION

0.912 21, How much does he (father) want you
to attend college?

Code

O Insists that I go
1 Wants me to go, but lets me decide
2 Doesn't care
3 Rather that I didn't but will let

me go if I want to
4 Won't let me go

0.915 27, How much does she (mother) want you
to attend college?

Code

0 Won't let me go
1 Rather that I didn't but will let

me go if I Want to
2 Doesn't care
3 Wants me to go, but lets me decide
4 Insists that I go

80
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TABLE XXI

ACHIEVEMENT PRESS, COMPONENT IV: PARENTAL PRESSURE
TO COMPLETE HIGH SCHOOL

FACTOR LOADING QUESTION

0.791 19. How much does he (father) want you
to finish high school?

0.810

Code

0 Insists that I go
1 Wants me to finish, but lets me

decide
2 Doesn't care
3 Rather that I didn't, but will let

me finish if I want to
4 Won't let me finish high school

25. How much does she (mother) want you
to finish high school?

Code

0 Insists that I go
1 Wants me to finish, but lets me

decide
2 Doesn't care
3. Rather that I didn't, but will let

me finish if I want to
4 Won't let me finish high school
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for each student. All of these factor scores were dis-

tributed with a mean of zero and standard deviations

slightly less than one. The interpretation of each set

of factor scores is as follows.

Com onent 1: Parental erelsaa122212221.2ragel.

A negative factor score on this component indicated that

the student reported little or no pressure to get good

grades, while a positive score indicated the opposite.

Component II:. Amount of patal h with

schoolwork. A negative score on this component indicated

that the student reported that his parents gave him little

or no help with his schoolwork. A positive score indicated

the opposite, that he received help whenever he asked for

it.

Component III: Parents' desire that the student

22 to 9.211192. This component of achievement press indi-

cated how much the student's parents want him to go to

college. A negative score indicated that the student

reported that his parents want him to go, and a positive

score indicated the opposite.

Component IV: Parental _pressure to complete high,

school. A negative factor score indicated that the student

reported that his parents want him to finish high school.

A positive score indicated the opposite.
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To estimate how reliable these four achievement

press components were, the data were randomly split into

two halves and separate principal components analyses were

computed for each half. The two resulting factor loading

matrices were compared by calculating a coefficient of

congruence between each of the factors. The formula and

interpretation of the coefficient of congruence were

presented earlier, in the section on the achievement

orientation scales. These coefficients of congruence are

shown in Table XXII. Note that even though the components

did not come out in the same order in both halves, they

had very similar loading patterns.

Social Distance.

Three measures of social distance were obtained from

the students: their attitudes toward persons of a differ-

ent religion, persons from a different country and persons

with different first language. The questions used to

measure these attitudes are presented in Table XXIII.

Ideally, social distance indicates how 'close' an

individual will permit persons of a different background

to get to him in social relationships. The closest social

relationship is one involving marriage, while the most

distant relationship is to permit them into the country.

There is an obvious hierarchy here: if a person would

permit a person of a different background into a
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TABLE XXII

COEFFICIENTS OF CONGRUENCE, ACHIEVEMENT PRESS QUESTIONS

COMPONENTS FROM
SECOND HALF

COMPONENTS FROM FIRST HALFa
1 2 3 4

UONNIMIIIMMEINIMW

1 0.954 -0.091 -0.127 0.230

2 00308 -0.123 0.043 0.916

3 0.081 -0.976 -0.142 0.160

4 -0.081 0.128 0.965 0.001

aUnderlined values indicate components having the
same loading pattern.
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TABLE XXIII

SOCIAL DISTANCE QUESTIONSa

23. Would you be willing to have as a relative someone
whose religion is different from yours?

24. Would you be willing to have as a relative someone
who was born in a different country than you were?

25. Would you be willing to have as a relative someone
whose first language is different from your first
language?

26. Would you be willing to have as a friend someone
whose religion is different from yours?

27. Would you be willing to have as a friend someone
who was born in a different country than you were?

28. Would you be willing to have as a friend someone
whose first language is different from your first
language?

29. Would you be willing to have as a neighbor someone
whose religion is different from yours?

30. Would you be willing to have as a neighbor someone
who was born in a different country than you were?

31. Would you be willing to have as a neighbor someone
whose first language is different from your first
language?

a
Questions are from second sectioa of questionnaire.

Students could respond "Yes" or "No" to each question.
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relationship by marriage, he also would permit them to

enter into a friendship or neighbor relationship. Table

XXIV indicates how the questions would be grouped to form

this hierarchy.

A preliminary analysis of the questions grouped in

this manner indicated that many students did not differ

entiate between "friend" and "neighbor",. The scale was

collapsed to two social relationships: "relative" and

"others." The "other" category encompassed both friend

and/or neighbor. A "No" to either friend or neighbor or

to both was recorded as a "No" to the "other" category.

The social distance expressed toward persons of a

particular background was found by summing the number of

"Noes" for that background. Hence the social distance/

score for each background could range from zero to two,

interpreted:

0 the stud t indicated no objection to personsof that background being as close as a relative

1 the student would not permit someone of that
background as close socially as a relative, and

2 the student would not want a person of thatbackground as close as a friend or neighbor.

All of the scales described in this section were
utilized in the analyses described in Chapter IV.
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TABLE XXIV

GROUPING OF SOCIAL DISTANCE QUESTIONSa

PERSONS OF A
DIFFERENT:

BE WILLING TO HAVE AS A:

RELATIVE FRIEND NEIGHBOR

RELIGION (yes or no)

COUNTRY OF BIRTH

FIRST LANGUAGE

allote: A "Yes to RELATIVE in a row should be
followed by "Yes" for both FRIEND and NEIGHBOR, according
to the hierarchy explained in the text.



CHAPTER IV

METHODS OF ANALYSIS AND RESULTS

This chapter presents the results of the analyses

testing the hypotheses advanced in Chapter III. Two sets

of hypotheses were tested during the present study. The

first set was derived from a model of sociocultural change

that linked Mexican-American students' sociocultural char-

acteristics to their language background. The second set

was derived from an achievement motivation model based on

studies by Rosen and others.

The first set of hypotheses predicted that Mexican-

American and Anglo students would differ significantly on

each of the sociocultural characteristics described in

Chapter III. This set of hypotheses also predicted that

Mexican-American students from English-speaking back-

grounds would have sociocultural characteristics more

similar to Anglo students than would Mexican-American

students from Spanish-speaking backgrounds.

The second set of hypotheses postulated that high

achievement for all the students would be associated

with: (1) high self-concept of ability, (2) high achieve-

ment orientation, (3) democratic independence training,

and (4) high parental achievement pressure. In addition,

for Mexican-American students it w,s hypothesized that

high achievement would bP! associated with an English-
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speaking background and low social distance attitudes.

Before the findings for these hypotheses are pre-

sented, the socioeconomic characteristics of the sample

are briefly discussed.

I. SOCIOECONOMIC CHARACTERISTICS OF THE SAMPLE

An examination of the socioeconomic indices ob-

tained for the students indicated that the same disparity

in socioeconomic level reported in Chapter I is reflected

in this sample. Figures 2, 3 and 4 present histograms of

the three socioeconomic indices for the students. Note

that all three indices reflect the same pattern: the

Mexican-American students generally came from families

much lower on the socioeconomic scale. Seventy-five per

cent of the Mexican-American students' fathers had no

more than an elementary school education, while seventy-

two per cent of the Anglo students' fathers had completed

high school. Over seventy per cent of the Mexican-

American students' fathers were working as unskilled or

skilled manual employees while over sixty per cent of the

Anglo students' fathers held administrative, semi-

professional, professional or managerial positions.

Three-fourths of the Mexican-American students' mothers

had no more than an elementary school education, whereas

slightly less than three-fourths of the Anglo students'

mothers had finished high school.
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II. HYPOTHESES ABOUT SOCIOCULTURAL CHARACTERISTICS

To test the first three hypotheses advanced in

Chapter III a series of univariate analyses of variance

were performed. These are described immediately below.

To test the fourth hypotheses, that the relation between

language background and the sociocultural characteristics

would be independent of language, a correlation analysis

was performed.

Analyses of Variance.

The analyses of variance were performed by

categorizing the students into groups on the basis of sex

and their background, using the categories shown in

Figure 5. Each measure of the sociocultural character-

istics was used in turn as the dependent variable in this

two-way analysis of variance design. Students were

classified into three background groups: Anglo, Mexican-

Americans reporting more English used at home, and

Mexican-Americans reporting less English used at home.

Division of the Mexican-American students into two groups

was accomplished by finding the average language score

for all the Mexican-American students (-0.531) and con-

sidering all those above this average as being in Group

2. It should be noted that most of the students in

Group 2 reported that some Spanish was used at home.

In each instance where a significant main effect
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for background was found, Ecat.t. hoc comparisons were run

to determine whether Group I (Anglos) was significantly

different from Group 2 (Mexican-Americans above the

average language scale score) and Group 3 (Mexican-

Americans below the average language scale score), and

whether Group 2 and Group 3 were significantly different

from each other.

These comparisons can be written in null hypothesis

form:

Gl -G3 =0

G2 -G3 =0

and tested using Duncan's Multiple Range Test. The

general form of Duncan,s Multiple Range Test for a bal-

anced analysis of variance design is:

ne) -171:371:7;;;;;71(7
i 7,) (zoi ;

where V and Yj are the averages for groups i and j, Z is

the studentized range statistic in Duncan's tables, is

the significance level, p is the number of means in the

range chosen, and ne is the degrees of freedom of the

Mean Square error term.

Since the actual analyses of variance involved

I
Recent, more accurate tables of this statistic aregiven in Rupert G. Miller, Jr., Simultaneous Statistical

Inference (New York: McGraw HifT77=7:-
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unequal subclass frequencies, the computations for the

analyses of variance were performed by a computer program

based on the least squares computational method given by

Harvey.2 The comparisons were done using Kramer's

modification of Duncan's Multiple Range Test as formu-

lated by Harvey. 3

This formulation of Duncan's Multiple Range test

is:

. 17j
2

Z(4A ne) /Mean Sq.error
Cii 2Cii

where Y
i

and Yip Z, p, , ne are the same as defined on

page 8, and CU., Cij are elements of the inverse of the

reduced least squares matrix.

Results.

The complete results of these analyses are shown

in Appendix B, and are summarized in Table XXV.

The obvious differences between Mexican-American

and Anglo students on the socioeconomic indices shown in

Figures 2 - 4 were supported by the results of the analyses

of variance. The two groups of Mexican-American students did

2
Walter R. Harvey, aastssuares malysis of Data

with Unequal Subclass Numbers, Agricultural Research
Service publication ARS 20-8, (Beltsville, Maryland: U.S.
Department of Agriculture, Plant Industry Station, 1960).
The computational method was programmed for CDC 3300
computer by Dick Glaze of the NMSU Statistical Laboratory.

3
Clyde Y. Kramer, "Extension of Multiple Range

Tests to Group Correlated Adjusted Means," Biometrics,
XIII (March, 1957), pp. 13-18; and Harvey, 22. cit., p. 12.
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not differ significantly on any of the socioeconomic

indices.

A survey of the results for the rest of socio-

cultural characteristics indicated that there were sig-

nificant differences between the Anglo and Mexican-

American students on the following scales:

Scale 3: Self-Concept of Ability,

Scale 4A: Fatalism versus Activism,

Scale 4C: Planning Ahead versus Passive
Acceptance,

Scale 4D: Striving Orientation,

Scale 5B: Mother's Independence Training,

Scale 5C: Total Independence Training,

Scale 6C: Parents' Desire that the Student
go to College,

Scale 7A: Religious Social Distance,

In all but one' case the differences between the

Anglo and Mexican-American students were in the direction

indicated by the literature. However, one important

exception was noted on Scale 4D, which indicated the stn...

dents' striving orientation. Both groups of Mexican-

American students reported a much higher striving orienta-

tion than did the Anglo students.

The post hoc comparisons indicated that in all butam. wore

two instances the Anglo group differed significantly from

both groups of Mexican-American students. On Scale 6C

(indicating the parents' deE.re that the student go to
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college) only Group 3 was significantly different from

the Anglos. This indicated that only Mexican-American

students from families using little English experienced

significantly less parental pressure to go on to college.

Similarly, on Scale 5C only group 3 was significantly

different from the Anglos. This meant that only the

Mexican-American families using little English employed

significantly less democratic child-rearing practices

than the Anglo families.

The two groups of Mexican-American students did not

differ significantly on any of the eight above mentioned

scales. However, on Scale 6D a significant difference

was found between the two groups of Mexican-American

students. On this scale Group 2 reported high parental

pressure to complete high school and Group 3 reported

significantly less pressure. The Anglo group reported

moderate parental pressure to complete high school, but

did not differ significantly from either group of Mexican-

American students.

Summary

Significant differences between the Mexican-

American and Anglo students were found for eight scales.

Of these, six supported the descriptions of the Mexican-

American students, when compared to their Anglo peers,

were found to have significantly lower self-concepts of
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their ability, to be fatalistic and passive, and to

experience less democratic child-rearing practices in

their homes. Mexican-American students in this sample

also were less willing to associate with persons of a

different religious background than their Anglo peers.

One finding contradicted statements in the litera-

ture concerning the achievement motivation of Mexican-

American students. Mexican-American students were found

to have a higher striving orientation than their Anglo

peers. No significant differences were found between the

two cultural groups on one of the achievement orientation

scales, and on three of the family achievement pressure

scales.

Support for the hypothesis linking sociocultural

characteristics to language was clearly provided by only

one finding. On the parental pressure to complete high

school scale Mexican-American students from families

using more English reported somewhat more pressure than

Anglo students and significantly more pressure than the

other Mexican-American students.

On three of the scales significant differences

were found between males and fenales, regardless of their

ethnic background. Girls reported more democratic prac-

tices as measured by Scale 5A: Father's Independence

Training, and lcale 5C: Total Independence Training.

Girls also reported less pressure to attend college
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(Scale 6C) than did boys.

In no instance was a significant interaction

between ethnic background and sex detected.

Correlation Analysis.

It was hypothesized that Mexican-American students

from predominantly English-speaking backgrounds would have

sociocultural characteristics more similar to the Anglo

students than would those students from predominantly

Spanish-speaking backgrounds. It was further hypothesized

that this relationship between language background and

sociocultural characteristics would be independent of

socioeconomic status.

Some writers, such as Ulibarri, have contended that

fatalistic, present-time orientations are the outcomes of

the depressed socioeconomic status of Mexican-Americans,

rather than being cultural characteristics per se.
4

This

contention is given further support by the culture of

poverty concept of Lewis. 5
In order to examine this thesis,

the interrelations of the socioeconomic indices, language,

and sociocultural characteristics were examined. A

partial correlation analysis was undertaken to determine

the relationship of language to these characteristics,

111111111Ics

4
Ulibarri, "Cultural Differences and the Education

of Spanish-American," 22. cit.

5
Lewis, 22. cit.
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independent of socioeconomic status; and to defttrmine

the relationship of socioeconomic status to these char-

acteristics, independent of language.

The product-moment correlations between language,

the three measures of socioeconomic status, and the socio-

cultural characteristics are presented in Table XXVI.

Language background correlated significantly with all

three of the socioeconomic status indices. This indicated

that families from a higher socioeconomic status tended

to use more English. In addition, correlations between

language and two of the sociocultural characteristics

were in the predicted direction and were significant.

These were: Scale 68: Airount of Parental help with

Schoolwork (0.36), and Scale OD: Parental Pressure to

Complete High School (-0,27). The correlations between

language and seven other scales were in the predicted

direction, but were not significant at the 0.05 level.

In two cases the observed correlations between languags

and the scales were quite small (W.2) and were opposite

to the predicted direction.

Four of the scales correlated significantly with

the father's educational level, namely: Father's Inde-

pendence Training (0.22), Total Independence Training

(0.22), Amount of Parental Help with Schoolwork (0.21),

and Religious Social Distance (-0.29). One scale, Parental

Pressure to get Good Grades, correlated significantly
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CORRELATIONS BETWEEN LANGUAGE, SOCIOECONOMIC STATUS INDICES AND
MEASURES OF SOCIOCULTURAL CHARACTERISTICS OF

MEXICAN-AMERICAN STUDENTS

SCALE LANGUAGE

SES INDICES

1A: Father's Education 0.27*

1B: Father's Occupation 0.21*

1C: Mother's Education 0.33*

SOCIOCULTURAL CHARACTERISTICS

3: Self-Concept of
Ability 0.09

4A: Fatalism versus
Activism -0.02#

48: Occupational
Primacy -0.10

4C: Planning Ahead
versus Passive
Acceptance -0.10

4D: Striving
Orientation 0,02#

5A: Father's
Independence
Training 0.13

5B: Mother's
Independence
Training 0.05

5C: Total Independence
Training 0.10

6A: Parental Pressure
to get Good Grades 0.02

63: Amount of Parental
Help With Schoolwork 0.36*

6C: Parents' Desire that
the Student go to
College -0.18

6D: Parental Pressure
to Complete High
School -0.27*

7A: Religious Social
Distance -0.15

78: Nationality Social
Distance -0.04

7C: Language Social
Distance -0.04

FATHER'S
EDUCATION

FATHER'S
OCCUPATION

MOTHER'S
EDUCATION

1.00 0.59 0.57*

0.59' 1.00 0.53*

0.57 0.53' 1.00

0.09 0.03 0.04

-0.11 -0.04 -0.16

-0.05 0.01 0.04

0.04 -0.11 -0.11

0.10 0.10 0.07

0.22' 0,04 -0.04

0.17 0.04 0.02

0.22' 0.04 -0.01

0.16 0.23' 0.03

0.21' 0.09 0.14

0.04 0.04 -0.01

-0.14 0.07 -0.07

-0.29* -0.09 -0.07

0.33 r".13 0.08

-0.17 -0.18 0.07

flailm

*

It

Correlation is significant at tine 0.05 level.

Denotes a correlation opposite to the predicted
direction.
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with Father's Occupation, and none correlated signifi-

cantly with Mother's Education.

The direction of these correlations indicated that

Mexican-American students from families of a higher socio-

economic status had characteristics similar to those of

the Anglo students.

Partial correlation analyses were performed for

any significant zero order correlation between the socio-

cultural characteristics and language or socioeconomic

status. Results of these analyses are presented in Table

XXVII. These analyses indicated that the relationship

between Parental Help with Schoolwork and Language was

not markedly reduced when either Father's Education or

Father's Occupation was held constant. The significant

correlation between Father's Education and this scale is

partially due to the correlation between Language and

Father's Education, as the correlation between this scale

and Father's Education was reduced from 0.21 to 0.13

when Language was held constant. Also, the correlation

between Language and Parental Pressure to Complete High

School was not markedly reduced when either Father's

Education or Father's Occupation was held constant.

The partial correlation analysis to determine the

relationship between the socioeconomic indices and the

sociocultural characteristics, independent of language

background, indicated that tile relationships between both
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TABLE XXVII

PARTIAL CORRELATION ANALYSIS
a

Scale
b

CORRELATION
WITH

LANGUAGE

ZERO FATHER'S FATHER'S
ORDER EDUCATION OCCUPATION

HELD HELD
CONSTANT CONSTANT

CORRELATION
WITH FATHER'S

EDUCATION

ZERO LANGUAGE
ORDER HELD

CONSTANT

CORRELATION
WITH FATHER'S

OCCUPATION

ZERO LANGUAGE
ORDER HELD

CONSTANT

5A

SC

6A

6B

6D

7A

N.S. - -

N.S. - -

N.S. - -
I

0.36 0.32 0.35

-0.27 -0.24 -0.29

N.S. - -

0.22 0.19

0.22 0.20

N.S. .

0.21 0.13

N.S. -

-0.29 -0.26

N.S. -

N.S. -

0.23 0.23

N.S. -

N.S. -

N.S. -

'Performed only for zero order correlations significantly
different from zero

b_

5A: Father's Independence Training
5C: Total Independence Training
6A: Parental Pressure to get good Grades
6B: Amount of Parental Help with Schoolwork
6D: Parental Pressure to Complete High School
7A: Religious Social Distance
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the Father's Independence Training scale and the Total

Independence Training scale were not reduced markedly

when Language was held constant. Moreover, the correla-

tion between Father's Occupation and Parental Pressure to

get Good Grades was not reduced when Language was held

constant. Furthermore, the correlation between Religious

Social Distance and Father's Education was not substanti-

ally reduced when Language was held constant. Thus, the

relationship between all four of these sociocultural char-

acteristics and socioeconomic status was independent of

language usage in the home.

The correlation between Father's Education and

Parental Help with Schoolwork, however, was reduced from

0.21 to 0.13 when Language was held constant. This

reduction indicated that the observed correlation between

these two scales was in part due to the correlation

between Scale 6B and Language and the correlation between

Language and Father's Education.

Summary.

The correlation analysis found two significant

correlations between language background and the socio-

cultural characteristics scales. These two scales were

Amount of Parental Help with Schoolwork and Parental

Pressure to Complete High School. Both of these rela-

tionships were independent of the socioeconomic level of

the family.
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Five significant correlations between socioeconomic

status indices and the scales were found. Four of these

correlations were independent of language usage in the

home and one was at least partially related to language

usage. The four scales whose relationships to socio-

economic status were independent of language were Father's

Independence Training, Total Independence Training,

Parental Pressure to get Good Grades, and Religious Social

Distance. The correlation between Parental Help with

Schoolwork and socioeconomic status, however, was not

independent of language background.

The model of sociocultural change linking language

background to the sociocultural characteristics received

support on only two of the fifteen measures, indicating

this model was inadequate. Four of the fifteen measures

of the characteristics were related to socioeconomic

status, independent of language background, and one more

was significantly related to socioeconomic status and was

also related to language. Thus, socioeconomic factors

may be important to sociocultural change, and should be

incorporated into the model.

III. HYPOTHESES ABOUT ACHIEVEMENT AND

SOCIOCULTURAL CHARACTERISTICS

The second set of hypotheses tested were derived

from the achievement motivation model described in
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Chapter III. For both Mexican-American and Anglo students,

it was hypothesized that high achievement would be associ-

ated with the following characteristics: (1) high self-

concept of ability, (2) high achievement orientation,

(3) democratic independence training, and (4) high parental

achievement pressure. In addition, for Mexican-American

students it was hypothesized that high achievement would

be associated with an English-speaking background and

low social distance attitudes. The complete culturally

based achievement motivation model was presented in

Figure 1 in Chapter III.

Achiel anent Measures.

Three sets of achievement measures were employed

in the present study: English and mathematics grades at

the end of the first semester, standardized achievement

test scores in language and arithmetic, and non-language

intelligence test scores.

English and mathematics grades. English and mathe-

matics grades were collected from the school records at

the end of the first semester in January, 1968. The

letter grades assigned by the teachers were coded numer-

ically, using the following conversion:

A - 4

B . 3

C - 2

F - 0
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Achievement test scores. The Las Cruces public

school system regularly administers the Iowa Test of Basic

Skills to all of the seventh and ninth grade students

during the spring of each year. rrade placement scores

are recorded in the students' permanent record folders.

The Language Skills and Arithmetic Skills grade place-

ment scores were collected for all the seventh and ninth

grade students in the sample at the end of the 1968

school year. These grade placement scores were converted

to standard scores with a mean of fifty and a standard

deviation of ten. This made the students' achievement

scores directly comparable to each other even when the

students were from different grade levels. Table XXVIII

indicates the relationship between standard scores and

spring grade placement scores for the seventh and ninth

grade students.

Non-lan ua e intelli ence test scores. The

California Short-Form Test of Mental Maturity, 1963 revi-

sion, was administered under the writer's supervision

during April, 1968 to the students in this study. Due

to scheduling ditficulties in the schools, time was not

available to administer the whole test which yields both

a Non-Language and a Language IQ score as well as a Total
\

IQ score. Therefore, only the Non-Language section

(Tests 1 - 4) was administered.
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CONVERSION FROM STANDARD SCORES TO
GRADE PLACEMENT SCORES

STANDARD
SCORE

SEVENTH GRADE

LANGUAGE ARITHMETIC
SKILLS SKILLS

65 10.4 9.5

60 9.5 8.9

55 8.7 8.4

50 7.8 7.8

45 6.9 7.2

4C 6.1 6.7

35 5.2 6.1

NINTH GRADE

LANGUAGE ARITHMETIC
SKILLS SKILLS

12.0

11.1

10.3

9.4

8.5

7.7

6.8

11.5

10.8

10.1

9.4

8.7

8.0

7.3
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The intelligence test scores were considered to be

a generalized measure of achievement in the present study.

Humphreys indicated that tests of intelligence and tests

of academic achievement differ only in degree. In his

opinion, intelligence tests assess the results of inci-

dental learning, generally distant in time from that of

testing, while achievement tests assess the results of

learning in specific educational situations near in time

to the testing. 6
The Egyalit/ of Educational Opportunity

study used tests of verbal abilitAv as a measure of

achievement, stating: "Ability tests are simply broader

and more general measures of education, while achievement

tests are narrower measures directed to a restricted

subject area."7

lo determine the interrelation of these various

measures of achievement, product-moment correlation coef-

ficients were calculated separately for the Mexican-

American and Anglo students, and are presented in Tables

XXIX and XXX. Tne correlation between mathematics grades

and Arithmetic Skills is much lower for the Mexican.

American students than it is for the Anglos. This

indicates that the teacher-assigned grades in mathematics

6
L. G. Humphreys, "The Organization of Human

Abilities," American Psychologist, XVII (1962), pp.
475-483.

7
Coleman, et al., 22. cit., p. 293.
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TABLE XXIX

ACHIEVEMENT MEASURES INTERCORRELATION MATRIX,
MEXICAN-AMERICAN STUDENTS

N 59
-OW

ENGLISH MATH IOWA
GRADE GRADE LANG.

SKILLS

EITGLISH GRADE

MATHEMATICS GRADE

IOWA LANGUAGE SKILLS

IOWA ARITHMETIC SKILLS

NON-LANGUAGE INTELLIGENCE

1.000

IOWA
ARITH.
SKILLS

NON-
LANG.
INTEL.

0.226

1.000

0.420

0.409

1.000

0.387

0.333

0.672

1.000

0.407

0.334

0.608

0.608

1.000

TABLE XXX

ACHIEVEMENT MEASURES INTERCORRELATION MATRIX
ANGLO STUDENTS

N = 30

ENGLISH MATH IOWA
GRADE GRADE LANG.

SKILLS

IOWA
ARITH.
SKILLS

NON-
LANG.
INTEL.

ENGLISH GRADE

MATHEMATICS GRADE

IOWA LANGUAGE SKILLS

IOWA ARITHMETIC SKILLS

NON-LANGUAGE INTELLIGENCE

1.000 0.451

1.000

0.421

0.602

1.000

0.529

0.626

0.625

1.000

0.368

0.428

0.650

0.584

1.000
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for the Mexican-American students did not reflect their

mathematical skills as assessed by the Arithmetic Skills

test of the Iowa Test of Basic Skills.

Achievement Differences Among Students.

To determine if there were significant differences

among the students on the various achievement measures,

a series of analyses of variance were performed using the

same categories and methods described in the previous

section. The results of these analyses are presented

in Appendix C and are summarized in Table XXXI.

One significant difference was detected between

males and females: girls, regardless of their background,

received higher English grades.

Mexican-American students from families using less

English were about one grade level behind the Anglo stu-

dents on Language Skills. Both groups of Mexican-American

students were significantly below Anglo students on

Arithmetic Skills and Non-Language Intelligence. Mexican-

American students from families using more English were

approximately one grade level behind Anglos on Arithmetic

Skills and scored an average of ten IQ points lower than

Anglo students. The Mexican-American students from

families using less English were approximately one and

one-half grade levels behind Anglos on Arithmetic Skills

and scored an average of twenty IQ points below the Anglo

students.
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One significant difference between the two groups

of Mexican-American students was detected. Mexican-

American students from families using less English scored

an average of ten IQ points below students from families

using more English.

In no instance was a significant interaction

between ethnic background and sex detected.

Correlation of Sociocultural Characteristics and Achieve-

ment.

The correlations between the scales and the mea-

sures of achievement were calculated separately for the

Anglo and Mexican-American students, to check for the

possibility that the relationships were not the same for

the two groups. The correlations of the scales with the

achievement measures are shown in Table XXXII for the

Mexican-American students and Table XXXIII for the Anglo

students. The total number of students included in some

of these calculations is less than the one hundred twenty-

six who had complete questionnaire responses, as some of

these students had not taken the intelligence test or the

standardized achievement test.

For both groups of students Self-Concept of Ability

and the independence training scales were clearly related

to most of the measures of achievement. It is interesting

to note that for both groups of students these scales



TABLE XXXII

CORRELATIONS OF SCALES WITH ACHIEVEMENT MEASURES
FOR MEXICAN-AMERICAN STUDENTS

116

ENGLISH
GRADE

SCALE
SW INDICES

1A: Father's Education -.02

1B: Father's Occupation .00

1C: Mother's Education .17

SOCIOCULTURAL CHARACTERISTICS

2: Language -.044

3: Self-Concept of
Ability .31'

4A: Fatalism versus
Activism .16

4B:. Occupational
Primacy -.04

4C: Planning Ahead
versus Passive
Acceptance -.18

4Dr Striving
Orientation .06#

5A: Father's
Independence
Training .27'

58: Mother's
Independence
Training .24'

5C: Total Independence
Training .28'

6A: Parental Pressure
to get Good Grades .07

6B: Amount of Parental
Help with Schoolwork .07

6C: Parents' Desire that
the Student go to
College -.10

6D: Parental Pressure
to Complete High
School -.11

7A: Religious Social
Distance .06#

7B: Nationality Social
Distance .08#

7C: Language Social
Distance .02

NUMBER OF STUDENTS 87

MATH.
GRADE

IOWA
LANG.
SKILLS

.26' .14

.18 .04

.16 .22

.08 .10

.33* .35*

.20 .22

.16# -.11

-.10 -.14

.08# .06#

.27' .32'

.23' .30'

.20* .33*

.10 -.06#

-.04# -.10#

.00 -.12

-.11 -.19

-.24* .01#

.00 .03#

.16 -.04

87 70

IOWA NON-
ARITH. LANG.
SKILLS I.Q.

.20 .19

.07 -.08

.16 .21

.23 .24*

.44 .13

.24 .19

.16# -.02

-.12 .02#

.14# .05#

.26' .24'

.24' .24'

.28* .26'

.00 -.04#

.01 .20

-.16 -.08

-.05 -.33*

-.24* -.23*

. .01 -.19

-.04 -.01

70 74

Correlation is significant at the 0.05 level

#Denotes a correlation opposite to the predicted
direction.



TABLE XXXIII

CORRELATIONS OF SCALES WITH ACHIEVEMENT MEASURES
FOR ANGLO STUDENTS

117

SCALE
ENGLISH MATH. IOWA
GRADE GRADE LANG.

SKILLS

SES INDICES

1A: Father's Education .05 .05 .11

1B: Father's Occupation .15 .11 .17

1C: Mother's Education -.09 -.07 .30

SOCIOCULTURAL CHARACTERISTICS

3: Self-Concept of
Ability .32' .45* .55*

4A: Fatalism versus
Activism .11 .01 .22

4B: Occupational
Primacy .16# -.19 -.01

4C: Planning Ahead
versus Passive
Acceptance .21# -.16 -.10

4D: Striving
Orientation .02# -.09 -.09

5A.: Father's
Independence
Training .33* .11 .23

5B: Mother's
Independence

IOWA
ARITH.
SKILLS

NON-
LANG.
I.Q.

.35* -.11

.37* .01

.13 .00

.51* .48*

.24 .26

.04# .12

-.21 -.07

-.11 -.05

.39* .28

Training .22 -.06# .06 .20 .25
5C: Total Independence

Training .32* .04 .18 .35* .30
6A: Parental Pressure

to get Good Grades -.21A -.25# -.13# -.29# -.12#
68: Amount of Parental

Help with Schoolwork .04 -.11# .12 .30 .08
6C: Parents' Desire that

the Student go to
College -.42* -.19 -.16 -.34* -.17

6D: Parental Pressure to
Complete High
School -.32* -.30* -.10 -.35*

7A: Religious Social
Distance -.39* -.03 -.39* -.25 -.44*

7B: Nationality Social
Distance -026 .10 -.21 -.15

7C: Language Social
Distance -.18 -.17 -.22 -.22 -.38*

NUMBER OF STUDENTS 39 39 33 33 36

Correlation is significant at the 0.05 level.

#Denotes a correlation opposite to the predicted
direction.
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generally correlated more strongly with achievement than

did the socioeconomic status indices.

For both groups of students, the following scales

correlated significantly with one or more of the achieve-

ment measures: Father's Education, Self-Concept of

Ability, Father's Independence Training, Mother's Inde-

pendence training, Total Independence Training, and

Religious Social Distance. All of these correlations were

in the direction predicted from the model.

In addition to the above, the following scales only

correlated significantly with one or more of the achieve-

ment measures for the Mexican-American students: Language,

Fatalism versus Activism, and Parental Pressure to Com-

plete High School. The scales that only correlated signi-

ficantly with achievement measures for the Anglo students

were: Father's Occupation, Parents' Desire that the

Student go to College, Nationality Social Distance, and

Language Social Distance.

Stepwise Linear Regression Analysis.

Regression analysis determines the best equation

(in a least squares sense) relating the dependent measure

(Y) and the predictor variables (X4J 's) using the following

general equation:

Y = BO et` B
1
X1 t B

2
X2.4" BiX 4- error

The computational procedure for stepwise linear
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regression enters the predictor variables (Xi's) into the

equation one at a time in the order of their contribution

to the prediction equation. After each variable has been

entered the contribution of all the predictor variables

previously entered is examined, and any variable not

contributing significantly to the prediction equation at

that stage is dropped.

The computations for a stepwise linear regression

analysis are terminated when it is determined that all of

the variables retained in the regression equation contri-

bute significantly, and that all of the remaining variables

do not contribute significantly. This insures that the

final prediction equation contains only those variables

that contribute significantly to the regression equation.8

Since the computational method for stepwise regres-

sion analysis enters predictors into the equation until

no remaining variables are found that contribute signifi-

cantly, and also examines all of the predictors previously

entered to make certain that their contribution to the

regression equation is significant, the choice of the level

of significance required for a variable to be entered and

8N. R. Draper and H. Smith, Applied Regression
Analysis (New York: John Wiley and Sons., 1966), Chap.
VI. The computations were performed using programs of
the 1130 Statistical System (1130-CA-06X) described in the
1130 Statistical Sy_ stem User's Manual (White Plains, New
York: International Business Machines Corp., 1967).
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retained in the equation is important. Generally, when

a more liberal significance level is chosen (ieee, 0.20

is more liberal than 0.05) more variables are entered

and are retained in the final regression equation, and

there is more power to detect relationships and to account

for more of the variation. However, a more liberal signi-

ficance level for entering and retaining variables may re-

sult in a loss of parsimony by having many variables in the

equation and by more error in the estimates of the

individual regression coefficients. For this study a

liberal significance levsl of 0.20 was chosen. This meant

that all the variables entered and retained in the final

regression equation contributed significantly at or

beycnd the 0.20 level of significance.

Regression analyses were performed to determine

how much variation in the achievement measures could be

attributed to variations on the scales. Each achievement

measure was considered in turn as the dependent variable

and the stepwise regression analyses were performed

separately for the Anglo and the Mexican-American students.

For the Anglo students sex, Self-Concept of

Ability, the Achievement Orientation scales, Total Inde-

pendence Training, the Family Achievement Press scales,

and the Social Distance scales were used as predictor

variables in all analyses. All of the above mentioned

variables were used for the Mexican-American students,
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with the addition of the Language scale as a predictor.
9

The results of all these regression analyses are

presented in Appendix D, and are summarized in Table

XXXIV and XXXV.

English grades. An examination of Tables XXXIV and

XXXV reveals that there was quite a difference in the

variables that entered the regression equations for the

two groups of students, the beta coefficients (which

indicate the relative importance of the variable in the

regression equation), and the amount of variance in the

grades accounted for by each regression equation.

Sex, Self-Concept of Ability, and Planning Ahead

versus Passive acceptance are common tc the regression

equations for both groups of students. However, the beta

coefficients for Planning Ahead versus Passive Acceptance

are reversed in the two equations, being -0.16 for the

Mexican-American students and 0.21 fol.- the Anglo students.

Referring to Appendix E, Tables E - I and E - II, it can

be seen that these beta coefficients reflect the relative

magnitude and direction of the correlations between this

scale and the students' English grades, which were -0.18

9
These variables were used as.predictors because

they were included in the achievement motivation model
described earlier. The socioeconomic indices were not
included in this model. The students' gender was included
as a predictor after its importance was demonstrated in
preliminary analyses.
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TABLE XXXIV

BETA COEFFICIENTS FOR STEPWISE REGRESSION ANALYSES
CALCULATED TO PREDICT ACHIEVEMENT MEASURES FOR

MEXICAN-AMERICAN STUDENTS

122

DEPENDENT VARIABLE

SCALE
ENGLISH
GRADE

MATH.
GRADE

IOWA
LANG.
SKILLS

IOWA
ARITH.
SKILLS

NON-
LANG.
INTEL.

2: Language

3: Self-Concept of
Ability 0.334 0.330 0.380 0.457

4A: Fatalism versus
Activism 0 149

4B: Occupational
Primacy 0.244 0.147

4C: Planning Ahead
versus Passive
Accetance -0.164

4D: Striving
Orientation

5C: Total Independence
Trainin 0.243 0.232 0.370

-0.148

0.234 0.151
rimirMental Pressure

to get Good Grades
68: Amount of Parental

LielnwithSchoolwork -0.177
6CIPikehti4Teilre that

the Student go to
College

6D: Parental Pressure to
Complete Hi h School -0.151 -0.145

7X: Religious Socia
Distance -0.134 -0.165 -0.188.

B: Nat Social
Distance - 0.190-

0.255
7d: Language Social

Distance 0.144

SEX 0.-200

PER CENT OF VARIANCE
ACCOUNTED FOR 25 26 31 33 29

#Scale entered as a suppressor variable



TABLE XXXV

BETA COEFFICIENTS FOR STEPWISE REGRESSION ANALYSES
CALCULATED TO PREDICT ACHIEVEMENT MEASURES FOR

ANGW, STUDENTS
amsommt soma,

123

SCALE

DEPENDENT VARIABLE
ENGLISH MATH. IOWA IOWA
GRADE GRADE LANG. ARITH.

SKILLS SKILLS

NON-
LANG.
INTEL.

3: Self-Concept of
0.271 0.437 0.548 0.334

.

1

0.404
... Fata211141X___4A: Fatalism versus

Activism 0.196
48: Occupational
.szimagy____
4C: Planning Ahead

versus Passive
.........Aczeatanae

0.250

0.212 -0.400 0.237*
4D: Striving
......=12Diatign 0.542#
SC: Total Independence

Training - 0.231;
IA: Parental Pressure to

get Good Grades -0.232 -0.646
6B: Amount of Parental

Help_mith_Schoolwork 0.338
6C: Parents' Desire that

the Student go to
College -0.426 -0.290

6D: Parental Pressure to
COM. - d, 01 0 234 -0.350

7A: Religious Social
distance -0.196

7B: Nationality Social
____1:stance -0.407
7C: Language Social

Distance

SEX' 0.322 -0.273

PER CENT OF VARIANCE
ACCOUNTED FOR 57

-4------...
38 30 61 47

4
Scale entered as a suppressor variable
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and 0.20 for the Mexican-American and Anglo students,

respectively. In addition to the above scales, Total

Independence Training and Language Social Distance entered

the regression equation for the Mexican-American students,

while Occupational Primacy, Parents' Desire that the

Student go to College, Parental Pressure co Complete High

School, and Religious Social Distance entered the regres-

sion equation for the Anglo students. The regression

equation for the Anglo students accounted for fifty-seven

percent of the variation in the grades, whereas the equa-

tion for the Mexican-American students accounted for

twenty-five per cent of the variation.

Mathematics grades. The second columns of Tables

XXXIV and XXXV summarize the results of the stepwise

regression analyses calculated to predict mathematics

grades for the two groups of students. As was the case

for English grades, the two equations were not the same.

Two scales were common to both equations, Self-Concept of

Ability and Total Independence Training. However, the

beta coefficients were reversed fur Total. Independence

Training, being 0.23 for the Mexican-American students and

-0.23 for the Anglo students1 r,uation. The Total Inde-

pendence Training scale is probably functioning as a

suppressor variable in the Anglo students' equation, since

::ts correlation (see Table E - II) is nearly zero with the
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mathematics grades (0.04), and it is moderately correlated

with two other scales in the regression equation, namely,

0.31 with Self-Concept of Ability and -0.30 with Parental

Pressure to Complete High School. A clear explanation of

the function of a supressor variable is provided by the

following definition from English and English. A sup-

ressor variable is:

a variable in a prediction battery that
correlates zero with the criterion but highly
with another predictor in the battery. It has
the effect of subtracting from the predictor
variable that part of its variance that does not
correlate with the criterion, and hence increases
the predictive value of the battery. 10

Thus, one should not say less democratic child-

rearing practices were associated with higher mathematics

grades for the Anglo students. Instead, one should view

this scale as increasing the accuracy of the regression

equation by c.onpensating for some of the variance of the

Self-Concept scale ani the Parental Pressure to Complete

High School scale that is not related to their mathematics

grades.

Besides the three scales common to both regression

equations (Self-Concept of Ability, Parental Pressure to

Complete High School, and Total Independence Training),

10H. B. English and A. English, A Comprehensive
Dictionary of Esycjaclical and Psychoanalytic Terms New

York: David McKay Co., 196477p. 537.

1
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the Mexican-American students' equation included Occupa-

tional Primacy and Religious Social Distance, while the

equation for the Anglo's included Parental Pressure to

get Good Grades.

The regression equation for the Anglo students

accounted for thirty-eight per cent of the variation in

the mathematics grades, while the regression equation for

the Mexican-American students accounted for twenty-six

per cent of the variation. As was the case for the English

grades, the regression equation for the Mexican-American

students did not account for as much of the observed var-

iation in their mathematics grades, suggesting that other

factors not included in the present study, such as teacher

variables, school variables and peer relation variables

may be more involved in determining the Mexican-American

students' grades.

Iowa language skills score. The third columns of

Tables XXXII! and XXXV present the final stepwise regres-

sion equations for the two groups of students. The only

scale that entered the regression equation for the Anglo

students was Self-Concept of Ability, which accounted for

thirty per cent of the variance. No other variable

contributed significantly to this equation, even with the

very modest significance level of 0.20 being all that

was required for a variable to enter the regression

equation.
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The regression equation for the Mexican-American

students included five scales and it accounted for thirty-

one per cent of the variance. These scales were Self-

Concept of Ability, Parental Pressure to get Good Grades,

Amount of Parental Help with Schoolwork, and Parental

Pressure to Complete High School.

Iowa arithmetic skills score. The beta coefficients

for the two stepwise regression analyses to predict Arith-

metic Skills are shown in column four of Tables XXXIV and

XXXV. The only scale common to both regression equations

is Self-Concept of Ability. The regression equation for

the Mexican-American students also included Occupational

Primacy, Total Independence Training and Religious S')cial

Distance. The beta coefficients were all in the same

direction as the observed correlations of these scales

with the Total Arithmetic scores, and the regression equa-

tion accounted for thirty-three per cent of the variation.

The regression equation for the Anglo students

accounted for sixty-one per cent of the variation, and

included six scales: Self-Concept, Planning Ahead versus

Passive Acceptance, Striving Orientation, Parental Pres-

sure to get Good Grades, Amount of Parental h4lp with

Schoolwork, and Parents' Desire that the Student go to

College. The Striving Orientation scale entered the

regression equation with a beta coefficient opposite to



128

its correlation with the criterion (see Table E - IV), it

may be functioning as a suppressor variable in this equa-

tion, due to its relatively high correlation with Self-

Concept (-0.35), Planning Ahead versus Passive Acceptance

(0.39), and Parental Pressure to get Good Grades (0.52),

as compared to its low correlation with Total Arithmetic

(-0.11).

Non-language intelligence. The last column of

Tables XXXIV and XXXV display beta coefficients for the

final regression equations to predict Non-Language

Intelligence test scores for Mexican-American and Anglo

students. Both of the equations included the Fatalism

versus Activism and Nationality Social Distance scales.

The regression equation for the Mexican-American students

also included Total Independence Training, Amount of

Parental Help with Schoolwork, Parental Pressure to Com-

plete High School, Religious Social Distance, and Language

Social Distance. The Language Social Distance scale

entered the regression equation as a suppressor variable,

since its correlation (see Table E - V) with Intelligence

is quite low (-0.01), and its correlation with Nation-

ality Social Distance is moderate (0.47). This regression

equation accounted for twenty-nine per cent of the varia-

tion of the Mexican-American students' Intelligence

Scores.
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Besides Fatalism versus Activism and Nationality

Social Distance, the regression equation for the Anglo

students included Self-Concept of Ability, Planning

Ahead versus Passive Acceptance, and Sex. The beta coef-

ficient for the sex variable indicated that males tended

to have lower Intelligence scores than females in this

sample. The Planning Ahead versus Passive Acceptance

scale appeared to be functioning as a suppressor variable,

since its correlation (see Table E VI) with Intelligence

was quite low (-0.07), while its correlation with Sex

and Self-Concept of Ability was moderate (0.31 and -0.46,

respectively).

Summary.

In general, the entrance of the scales into the

regression equations depended both on the students' ethni-

city and the achievement measure. It is interesting to

note that Language was conspicuously absent for all the

regression equations for the Mexican-American students,

while Self-Concept of Ability and Total Independence

Training were present in all but one instance. Parental

Pressure to Complete High School and Religious Social

Distance were also moderately good predictors for the

Mexican-American students, as they occurred in over half

of the equations. None of these regression equations

came close to accounting for half the variation of the
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achievement measures, The amount of variance accounted

for ranged from twenty -five .to thirty-three per cent,

with a median of twenty-nine per cent.

For the Anglo students, Self-Concept of Ability

was the best single predictor of their achievement, and

no other scale entered in more than two of the five regres-

sion equations. This irregular pattern of entrance in

the equations notwithstanding, the regression equations

themselves account for far more of the variation of the

achievement measures. The amount of variance accounted

for ranged from thirty to sixty-one per cent, with a

median of forty-seven per cent of the variance accounted

for.

IV. SUMMARY OF RESULTS

All three of the socioeconomic indices showed that

the Mexican-American students in this sample came from

families of much lower socioeconomic status than did the

Anglo students.

Significant differences were found between the

Mexican-American and Anglo students in this sample on

eight of the measures of sociocultural characteristics

besides the obvious differences on the three'socio-

economic indices. The Mexican-American students were found

to have significantly lower self-concepts of ability, to

have attitudes that were more fatalistic and more passive,
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to experience less democratic child-rearing practices, to

have a higher striving orientation, and to have higher

religi,oLs social distance stores.

The males and females, regardless of ethnicity,

differed significantly on three measures. The girls re-

ported more democratic child-rearing practices on the

Mother's Independence Training and the Total Independence

Training scales. The girls also reported less pressure

from their parents to attend college than did the bop."

The following characteristics were significantly

related to an English-speaking background for *lie Mexican-

American students: (1) higher socioeconomic status, (2)

more parental assistance with schoolwork, and (3) high

parental pressure to complete high school. These last

two relationships were independent of the socioeconomic

status of the students' families.

The following characteristics were significantly

related to higher socioeconomic status on the part of the

Mexican-American students: (1) an English- speaking

background, (2) high parental pressure to get good grades,

(3) democratic independence training, (4) more parental

assistance with school work, and (5) low religious social

distance. The amount of par,%ntal assistance with school-

work was partially related to language usage in the home.

For both groups of students, high achievement was

associated with high self-concept of ability and low
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social distance. In addition, high achievement for the

Mexican-American students was associated with democratic

independence training, an activistic, future-time orienta-

tion, and an English-speaking background.

In addition to high self-concept of ability and low

social distance, high achievement for the Anglo students

was associated with high parental pressure to complete

high school and high pressure to go to college.

The regression analyser, indicated that for both

groups of students, self-concept of ability was the best

single predictor of achievement. For the Mexican-

American students, self-concept of ability, independence

training, parental pressure to complete high school and

religious social distance were the most consistent predic-

tors of achievement. For Anglo students, self-concept of

ability was the only consistent predictor. The regression

equations for the Anglo students accounted for one and

one-half times as much of the variance as they did for the

Mexican-American students.



CHAPTER V

SUMMARY, GENERAL CONCLUSIONS AND RECOMMENDATIONS

This final chapter contains a summary of the study

and a discussion of its findings, the general conclusions

drawn from these findings, and the recommendations. A

statement of the purpose and method of the study is con-

tained in the summary. The general conclusions derive

from the findings presented in Chapter IV. Areas for

further research are discussed in the recommendations.

I. SUMMARY AND DISCUSSION OF RESULTS

Previous studies have consistently described

Mexican-Americans as present-time oriented, fatalistic,

resistant to change, autocratic with children and uncon-

cerned about efficiency or performance.

The objectives of this study were: (1) to compare

Mexican-American and Anglo junior high school students on

selected sociocultural characteristics; (2) to determine

how these sociocultural characteristics were related to

the language spoken in the home; and (3) to ascertain the

degree to which differences in achievement between Mexican-

American and Anglo students could be accounted for in

terms of these sociocultural characteristics.

The sample consisted of 126 junior high school

students, eighty-seven of whom were Mexican-American and
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thirty-nine of whom were Anglo. This sample included only

students from families with three or more children in

school.

The following achievement data were collectedt

English and mathematics grades, Language Skills and Arith-

metic Skills scores on the Iowa Test of Basic Skills; and

Non-Language Intelligence Test scores on the California

Short-Form Test of Mental Maturity. A student question-

naire was used to measure self-concept of ability; achieve-

ment orientation, the type of independence training and

achievement press experienced in the home; and social

distance attitudes. In addition, three socioeconomic

indices were derived from interview data obtained from

parents. These questions were scaled by appropriate tech-

niques to develop unidimens3'nal scales.

The specific hypotheses tested were derived from a

general culturally based model of achievement motivation.

This model viewed language usage in the home as a major

influence on certain sociocultural characteristics. In

turn, both language usage and sociocultural characteristics

were related to the students' achievement.

Two sets of hypotheses were derived from this

model. One set dealt with the relation of the sociocultural

characteristics to the students' ethnicity and language

background, while the second set concerned the relation of

these characteristics to the students' achievement. The



135

first set of hypotheses were tested by a series of two-

way analyses of variance and by a correlation analysis.

The hypotheses and findings are outlined below.

Sociocultural Differences Among Mexican-American and

Anglo Students

The first and second major hypotheses tested stated

that Mexican-American and Anglo students differed signifi-

cantly on each of the sociocultural characteristics, and

that the characteristics of Mexican-American students

from families speaking mostly English were more similar to

those of Anglo students than are the characteristics of

Mexican-American students from Spanish-speaking families.

The following differences were found between Mexican-

American and Anglo students:

The Mexican-American students in this sample came

from families of much lower socioeconomic status than did

the Anglo students. This finding indicated that the

present sample reflected the same discrepancy in educational

and occupational attainment of Mexican-Americans and

Anglos that previous studies have reported.

Mexican-American students, when compared to their

Anglo peers, were found to have significantly lower self-

concepts of ability. Furthermore, Mexican-American

students from families using more English reported just as

low a self-concept of ability as did Mexican-American
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students from families using less English. This indicated

that the Mexican-American student's depressed self-concept

was an outcome of tuts ethnicity, and not related to the

amount of English or Spanish spoken at home.
1 The impor-

tance of this finding will be discussed, at some length,

when the relation of these characteristics to achievement

is discussed.

Mexican-American students, regardless of language

usage, were found to have fatalistic, present-time

orientations, and a passive, accepting attitude toward

life, when compared to their Anglo peers. This indicated

that the Mexican-American students' low scores on these

measures of achievement orientation were an outcome of

their ethnicity and were unrelated to the amourl. of Englin

or Spanish used at home.
2

1This finding bears out the conjecture by Manuel,
2. cit., p. 189, that Mexican-American students had inter-
nalized a negative self-image. Neither of the two studies
reporting no differences in the self-concept of Mexican-
American and Anglo students included self-concept of ability
as part of their definition of self-concept, so the present
study's results can not be said to directly contradict
their findings. (See Carter, 22. cit., and Najmi, 22. cit.)
Rather, these results indicate that self-conccpt has many
aspects, and that Mexican-American students differed from
Anglo students in this particular aspect.

2These findings are similar to the differences
between Anglo and Mexican-American adults reported by
Kluckhohn and Strodtbeck, 22. cit., and Saunders, 22. cit.
In addition, Schwartz, 22. cit., found Mexican-American
students to have a present-Me orientation.
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Mexican-American students had a higher striving

orientation than did Anglo students. This finding differs

from the'earlier reports that had indicated that Mexican-

Americans were not concerned with occupational swcess or

"getting ahead."3 Mexican-American students, regardless

of the amount of English spoken in the home, had signifi-

cantly higher striving orientations than did Anglo

students.

Mexican-American students on the whole had higher

religious social distance scores than did their Anglo

peers. This difference between the attitudes of Mexican-

Americans and Anglos toward persons of a different reli-

gion is similar to the findings of Loomis and his

associates, for Mexican:- American adults.
4

A third hypothesis about sociocultural differences

that was tested stated that males and females differed

significantly on several sociocultural characteristics,

particularly on achievement orientation. No significant

differences between males and females were detected on

the measures of achievement orientation. However, girls,

regardless of their ethnicity, reported experiencing more

democratic independence training than did boys, and they

also reported less pressure to go to college from their

3Saunders, 22. cit.

4Loomis, Loomis and Gullahorn, 22. cit., pp. 36-37.
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parents. This first finding differs from Mannel's des-

cription of Mexican-American family life. He reported

that Spanish-speaking parents maintained close supervision

over the girls but permitted their boys more freedom.
5

A fourth hypothesis tested was that the relation

between the sociocultural characteristics of Mexican-

American students and their language background was

independent of their socioeconomic status. The correla-

tional analysis indicated that the use of English by the

family was positively associated with parental assistance

with schoolwork and parental pressure to complete high

school. Both of these relations were independent of the

socioeconomic status of the families. This suggests that

Mexican-American parents who speak more English place a

higher value on a high school education for their children.

These parents stress the importance of completing high

school and more often assist their children with schoolwork.

Interestingly enough, Mexican-American students from

families using more English reported more parental pressure

to finish high school than did the Anglo students, although

this difference was not significant at the 0.05 level.

These findings suggest that Mexican-American parents have

far more desire that their children receive an education

than the literature would lead one to believe.

5Manuel, 22. cit., p. 44.
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These findings that only two scales were related

to language usage provide scant support for the hypothe-

sized link between language usage and the sociocultural

characteristics of Mexican-American students. The students'

ethnic background, rather than the amount of English or

Spanish used in the home, appears to be the important

factor in producing sociocultural differences among stu-

dents. While many of the Mexican-American students reported

some Spanish used at home, all but two of the eight signi-

ficant differences between Mexican-American and Anglo

students were found to be true regardless of how much

English or Spanish was spoken at home.

The correlational analyses indicated that five of

the sociocultural characteristics of Mexican-American

students were significantly related to their socioeconomic

status. For these students a high socioeconomic status

was associated with an English-speaking background, high

parental pressure to get good grades, democratic indepen-

dence training, more parental assistance with schoolwork,

and low religious social distance. These findings indicate

that the Mexican-American family's socioeconomic status

has more influence on the sociocultural characteristics of

their children than does the family's language usage. In

fact, three of these relations between sociocultural char-

acteristics were independent of language usage. Hence the

previously postulated model of sociocultural change should
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be revised to place socioeconomic status as one of the

major determiners of Mexican-American students' socio-

cultural characteristics. The revision of this model is

discussed in the recommendations section.

The general pattern that emerges from the socio-

cultural differences found between Mexican- American and

Anglo students is that these differences are due to the

Mexican-American students' ethnic background, and possibly

due to the low socioeconomic status and marginal social

position associated with their ethnic background. The data

also Indicate that the Mexican-American students exhibit

characteristics of the culture of poverty which was des-

cribed in Chapter II.

According to Lewis. who identified and described

the culture of poverty, this culture tends to perpetuate

itself once it has come into existence. If Mexican-

Americans are part of this culture, the findings of the

present study that neither the use of more English nor a

higher socioeconomic status were related to the student's

self-concept of ability, fatalistic versus activistic out-

look, and their views on the value of planning ahead may

bear out one of Lewis' conjectures. He surmised that "the

eliminat'(.li of physical poverty per se may not be enough

to eliminate the culture of poverty which is a whole way
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Sociocultural Characteristics and Achievement

A second set of hypotheses was generated from the

achievement motivation model mentioned above. It was

hypothesized that high achievement on the part of both

Mexican-American and Anglo students would be associated

with high self-concept of ability, high achievement

orientation, democratic independence training, and high

parental achievement press. It was also hypothesized for

Mexican-American students that in addition to the above,

high achievement would be associated with an English-

speaking background and low social distance. Two methods

were used to test these hypotheses. The correlations of

the characteristics with tile achievement measures were

examined separately for each group of students, and the

characteristics were used as predictors in step-wise linear

regression analyses calculated separately for each group

of students to predict their achievement.

An examination of the correlations between the

sociocultural characteristics and the achievement measures

indicated that a few scales were generally related to

achievement, regardless of the students ethnicity, but that

6
Oscar Lewis, La Vida: A Puerto Rican Famil in the

Culture of Poverty (New 'SF: MITIMITHouse, 1 , pan;



142

in most instances the relation between a particular char-

acteristic and achievement depended both on the student's

ethnicity and on the achievement measure employed.

For example, high achievement on the part of

students from both groups was associated with high self-

concept of ability and low religious social distance. The

pervasive effect of self-concept on achievement is similar

to that noted in the Equality of Educational Opportunity

study.
7 The relation of low social distance to high

achievement on the part of Anglo students is not often

noted in the literature. Lavin noted that aggressiveness

and hostility were negatively related to achievement.
8

Possibly personality variables which are associated with

low social distance are also associated with high achieve-

ment. Lavin noted that social maturity and low stereopathy

were among the variables associated with high achievement.

(Stereopathy indicates a difficulty with ambiguity,

abstraction, spontaneity and departures from convention.)
9

The relation of child-rearing practices to achieve-

ment demonstrates the effect of ethnicity on the relation

of a characteristic to achievement. Democratic indepen-

dence training was associated with high achievement on the

7
Coleman, et al., 22. cit., p. 319.

8Lavin, 22. cit., p. 98.

9Ibid., pp. 103-106.
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part of Mexican-American students, but there was no signi-

ficant relation between independence training practices

and the achievement of Anglo students. This indicated

that child-rearing practices, as well as self-concept of

ability and religious social distance had a general influ-

ence on the achievement of Mexican-American students,

regardless of the achievement measure employed. Since

Mexican-American students were found to be significantly

different from Anglo students on these same characteristics,

it appears that part of the depressed achievement of

Mexican-American students can be attribut,A to their low

self-concept of ability, non-democratic family environment

and high religious social distance.

The relation of the other characteristics to

achievement depended both on the student's ethnicity and

the achievement measure employed. For example, an activ-

istic, future-time orientation was significantly associated

with Arithmetic Skills test scores for the Mexican-American

student, and the correlation of this scale with achievement

was just below significance for two other achievement

measures, indicating a similar, though non-significant,

trend for these students. This same scale was not signi-

ficantly correlated with any of the achievement measures

for the Anglo students.

High parental pressure to complete high school and

high parental pressure to go to college were significantly
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associated with high English and mathematics grades for

Anglo students, but no such relation was detected between

these achievement press scales and achievement for Mexican-

American students.

These findings suggest that achievement is not

unidimensional. Each measure of achievement probably

includes both a general achievement factor and certain

elements unique to that measure. Furthermore, different

aspects of a student's values and home background appear

to have a distinct relation to the elements that are

unique to each achievement measure. Finally, a student's

ethnicity seems to play an important role in determining

which aspect of a student's values and home background are

related to a particular achievement measure.

The prediction equations for the English and mathe-

matics grades indicated that high self-concept of ability

was a consistent predictor of high grades for both groups

of students. In addition, democratic independence training

was a significant predictor of high grades for the Mexican-

American students. However, democratic independence

training did not significantly predict high grades for the

Anglo students.

High parental pressure to complete high school pre-

dicted high mathematics grades for Mexican-American

students, and predicted high English and high mathematics
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grades for Anglo students. This indicated that for both

groups of students, the parents attitudes toward ciucation

and achievement are reflected in their grades.

The regression equations predicting the Mexican-

American students' grades accounted for one-fourth of the

variation in their grades; whereas the regression equations

predicting the Anglo students' grades accounted for fifty-

seven per cent of the variation in their English grades

and thirty-eight per cent of the variation in their mathe-

matics grades. These values are much greater than the

amount of variation accounted for by Anderson and*Johnson

in their study. They accounted for twenty-three per cent

of the variation in the students' English grades and

fourteen per cent of the variation in their mathematics

grades.10 Two reasons for these differences are offered.

First, the sociocultural characteristics examined in the

Anderson and Johnson study differed somewhat from those

examined in the present study. Second, Anderson and

Johnson performed their regression analyses for all stu-

dents regardless of ethnic background. This possibly

reduced the accuracy of prediction in their study, since

the present study has demonstrated that the relation of

many characteristics to achievement depends on ,:he student's

ethnicity.

10Anderson and Johnson, 22. cit.
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The characteristics that contributed significantly

to the prediction of the students' achievement test scores

also varied considerably, depending both on the students'

ethnicity and on the achievement test score being predicted.

High self-concept of ability was a consistent predictor of

high scores for both groups of students. In fact, for the

Anglo students this was the only variable that contributed

significantly to the prediction of their Language Skills

scores.

For the Mexican-American students, high self-

concept of ability and democratic parental independence

training practices predicted high scores on both the

Language and the Arithmetic Skills tests. High parental

achievement press, as reflected by high parental pressure

to get good grades, and high parental pressure to complete

high school, also predicted high Language Skills scores for

the Mexican American students. This indicated that the

parents' concern with the students' education was reflected

in their language skills as measured by the Iowa Test of

Basic Skills.

Similarly, parental press for achievement was

reflected in the Anglo students' Arithmetic Skills test

scores. The amount of parental pressure to go to college

and parental help with schoolwork predicted Arithmetic

Skills test scores for these students.

The regression equations indicated that for both
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groups of students, parents tended to place more pressure

to get good grades on students with lower skills as mea-

sured by the Iowa Test of Basic Skills. A similar relation

between parental achievement pressure and grades was noted.

by Elder, who reported that middle-class parents tended to

exert more pressure to achieve on students with poor

grades. 11

The regression equations predicting the Mexican-

American students' achievement test scores accounted for

one-third of the variation in their scores. In comparison,

thirty per cent of the variation of the Anglo students°

Language Skills scores and sixty-one per cent of the varia-

tion in their Arithmetic Skills test scores could be

accounted for by the regression equations. The amount of

variance in the Anglo students' Language Skills accounted

for is low because only self-concept of ability contributed

significantly to the prediction equation.

The prediction equations for the students' Non-

Language Intelligence test scores indicated again that the

relation of the sociocultural characteristics to achieve-

ment depended greatly on the ethnicity of the students.

For Mexican.American students, high intelligence test

scores were predicted by an activistic, future-time

orientation, democratic independence training, more parental

11
Elder, op. cit., pp. 89-90
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help with schoolwork, high parental pressu. to complete

high school, and low religious and nationalitf social

distance. High intelligence test scores for the Anglo

students were predicted by high self-concept of ability,

an activistic, future-time orientation, a passive,

accepting attitude toward events, and low social distance.

The regression equation for the Mexican-American students

accounted for twenty-nine per cent of the variation in

their intelligence test scores, whereas the equation for

the Anglo students accounted for forty-seven per cent of

the variation in their scores.

The general pattern that emerges from the equations

predicting the students' standardized achievement measures

is that the sociocultural characteristics account for more

of the variation in the Anglo students' scores than they

do for the Mexican-American students' scores. This

suggests that other variables not included in the study,

such as teacher and peer relation variables, have more of

an influence on the achievement of Mexican-American students

than they do on the achievement of Anglo students. 12

In comparison to previous studies, the regression

12
This finding is supported by the Equality of

Educational Opportunity (Coleman, et al., 22. cit., p.
29" ' study, which reported that school factors have more
ef, . the achievement of students from minority groups
thi- _fley do on the achievement of other students.
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equations account for more variation in achievement for

both groups of students than previous studies. For

example, the Equality of Educational Opportunity study

reported that the students' attitudes and self-concept

accounted for about fifteen per cent of the variation in

the verbal achievement of Mexican-American students, and

about thirty per cent of the variation in the verbal

skills of White students. 13

An examination of all of the regression equations

reveals that for both groups of students, high self-

concept of ability was the most consistent predictor of

high achievement. In fact, for Anglo students high self-

conceit of ability was the only characteristic that consist-

ently predicted high achievement for three or more of the

measures employed. The relation of the other character-

istics to achievement depended both upon the students'

ethnicity and the achievement measure employed. For

Mexican-American students, the characteristics that consist-

ently predicted high achievement for three or more of the

measures were high self-concept of ability, democratic

independence training, high parental pressure to complete

high school, and low religious social distance.

The use of English at home did not predict high

13
Coleman, et al., 22. cit., p. 321.
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achievement on any of the measures for the Mexican-American

students. This does not mean that facility in English is

unrelated to achievement* Takesian found that the ability

to speak and read English adequately was an important

factor in determining whether or not a Mexican-American

student graduated from high school.14 Similarly, the

present study found that Mexican-American students from

families using little English scored significantly lower

than Anglo students on Language Skills, Arithmetic Skills

and Non-Language Intelligence tests. What the results of

these regression analyses mean is that the amount of English

used at home by the family is not as good a predictor of

achievement as the other characteristics examined in this

study.

II. CONCLUSIONS

The following conclusions are based on the findings

which were summarized in the preceeding section.

Sociocultural Differences Among Students

The results of this study support the conclusion

that there are distinct sociocultural differences betWeen

Mexican-American and Anglo junior high school stqdents.

Some of the differences detected are similar

14
Takesian, op. cit.

to the ones
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between adults identified by previous researchers. The

findings that Mexican-American students have lower self-

concepts of ability and a high striving orientation are

new.

The data support the conclusion that the differences

found between Mexican-American and Anglo students were due

to the students' ethnic backgrounds, and the socioeconomic

and other social conditions associated with their ethnic

backgrounds. The Mexican-American students in this study

exhibited many of the characteristics associated with the

culture of poverty described by Lewis. The data suggest

that some of the characteristics of Mexican-American

students may be due to their families' low socioeconomic

status. Therefore the data support the tentative conclu-

sion that Mexican-American students are part of the more

widespread culture of poverty. As indicated in the

following section, further research will be needed before

this conclusion can be confidently, asserted.

Sociocultural Characteristics and Achievement

In the light of the sociocultural differences

between Mexican-American and Anglo students, and the

relation of these characteristics to achievement, the

following conclusions are drawn. Part of the depressed

achievement of Mexican-American students can be attributed

to some of their sociocultural differences from Anglo

students, namely, their lower self-concepts of ability;
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fatalistic, present-time orientation; high religious social

distance; and non-democratic independence training.

However, since these sociocultural characteristics

accounted for less of the variation of the Mexican-American

students' achievement than they did for Anglo students,

other important factors, not examined in this study, such

as teacher and peer relation variables, have considerable

influence on their achievements The data do not support

the contention that sociocultural differences account for

the majority of the differences in achievement between the

two groups of students. However, this study does indicate

that about one third of the variation in the achievement

of Mexican-American students is attributable to variations

in the characteristics examined in this study.

IV, RECOMMENDATIONS FOR FURTHER RESEARCH

The following recommendations are made to identify

areas in which the findings of this study might be supple-

mented and clarified by further research.

The present study was limited to data from 126

junior high school students enrolled in the Las Cruces

public schools, Due to the small sample size and the fact

that all the students were from the same urban setting, the

generalizability of the findings and conclusions need to

be examined by replicating this type of study using

students from several urban and rural areas. The writer's
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own observations indicate that Mexican-American students

from small communities in southern New Mexico have quite

different characteristics than do students from urban

centers, such as El Paso and Las Cruces.

These future studies should include an adequate

number of Mexican-American students from middle-class

families. This would permit a more detailed examination

of the relation of socioeconomic status to the sociocul-

tural characteristics than the present sample permitted.

The differences between the sociocultural char-

acteristics of Mexican-American dropouts and graduates

need to be explored further. Previous studies have

reported that Mexican-American and Anglo students at the

senior high school level are similar in their values.

This present study has demonstrated that at the junior

high school level these same two groups of students differ

markedly on several characteristics related to achievement.

This suggests that the Mexican-American students whose

values deviate markedly from the Anglo students' values

drop out, leaving a "purified" population of Mexican-

American students in high school.

Since socioeconomic status was related to several

of the sociocultural characteristics examined in this

study, and since the Mexican-American students exhibited

several of the characteristics ascribed to the culture of
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poverty, the possibility that the Mexican-Americans are

part of the culture of poverty should be examined. This

suggests that the techniques of cultural anthropology

could be fruitfully employed to further elucidate the

dynamics of this culture.

The model of sociocultural change, which viewed

the family's language usage as the determiner of the

student's sociocultural characteristics, was not supported

by the findings of this study. Hence, a more adequate

model of sociocultural change needs to be developed. It

is suggested that this revised model of sociocultural

change include socioeconomic status and the extent of the

family's interaction with Anglos as possible determiners

of the sociocultural characteristics of Mexican-American

students. This model of sociocultural change should also

allow for the possibility that Mexican-Americans are part

of the culture of poverty, and that this culture includes

dynamics and characteristics not observed in the dominant

society. This suggests that the development of such a

model would require both sociological and anthropological

techniques.

An investigation of the sociocultural differences

between Anglo students and students from other Minority

groups, and a determination of how their characteristics

are related to achievement would also be a fruitful
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extension of the present study. The writer's own experi-

ence suggests that students from some of the southwestern

Indian tribes, such as Navajo students, also differ

markedly from Anglo students on variables related to

achievement. Such cross-cultural investigations would

provide a sound foundation from which one could make

generalizations about sociocultural differences and

achievement.

The findings of the present study suggest that

achievement is multidimensional, and that different aspects

of achievement are differentially affected by the student's

values and background. Furthermore, the findings of this

study suggested that ethnic background, or cultural vari-

ables associated with ethnicity, plays a role in deter-

mining which aspects of a student's attitudes -nd values

affect his achievement. This whole area needs to be

explicated by research directed at determining the dimen-

sionality of achievement, and by research to determine

the relationship of achievement motivation variables to

these various dimensions of achievement.
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APPENDIX A

QUESTIONNAIRES

FAMILY INTERVIEW GUIDE

NUMBER
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MARK THE SPACE ON THE ANSWER SHEET CORRESPONDING TO THE
ANSWER THAT COMES CLOSEST TO THE RESPONSE SOLICITED FROM
THE INTERVIEW

SECTION 1

24. How far did you go through school? (mother)

(A) Never went to school
(B) Some grade school
(C) Finished grade school
(D) Some high school
(E) Graduated from high school
(F) Trade or technical school
(G) Some college
(it) Graduated from college

46. How far did you go through school? (father)

(A) Never went to school
(B) Some grade school
(C) Finished grade school
(D) Some high school
(E) Graduated from high school
(F) Trade or technical school
(G) Some college
(H) Graduated from college

52. What work do you do? (father) You may not find your
exact job listed, but check the description that comes
closest. If you are out of work or retired, mark the
one you usually aid. Mark only your main job if you
have more than one.

(A) Unskilled Laborer (such as cannery worker, janitor,
general hospital employee, farm laborer, window
cleaner, hod carrier, general construction
laborers)

(B) Skilled Manual Employee (such as auto body repair-
man, die-maker, fireman, radio-TV repairman,
printer, carpenter, plumber, welder, butcher
and barber)
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(C) Clerical and Sales (such as bank teller, rail-
road conductor, shipping or warehouse clerk,
draftsman, supervisor of maintenance, time

keeper)
(D) Administrative Small Business and Semi-

prblessibiiiIISVeh as C7.71it manager, service
manager, gas station owner, plumbing contractor,
mortician, railroad dispatcher, deputy sheriff)

(E) Professional or Nana erial (such as army major,
lumberyard owner, lawyer, physician, teacher or
pharmacist)



STUDENT QUESTIONNAIRE

NUMBER
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MARK THE SPACE ON THE ANSWER SHEET CORRESPONDING TO THE
ANSWER THAT IS CORRECT FOR YOU FOR EACH QUESTION. MARK
ONLY ONE ANSWER FOR EACH QUESTION.

SECTION 1

1. I am a BOY (A). GIRL (B)

2. How old in years were you (as of your last birthday)?

(A) 11
(B) 12
(C). 13
(D) 14
(E). 15
(F) 16
(G) 17
(:H) 18
(I) 19
(0) 20

3. Where were you born?

(A) In the United States
(B) In Mexico
(C) Outside of the United States and Mexico
(D) I don't know

4. Where was your FATHER born?

(A) In the United States
(B) In Mexico
(C) Outside of the United States and Mexico
(D) I don't know

ONLY ANSWER THE FOLLOWING QUESTIONS IF YOU ARE NOW LIVING
WITH YOUR FATHER OR STEPFATHER.

18. How much help does he give you with your school work?

(A) Almost everytirne I ask
(B) Most of the time
(C) About half the time
(D) Once in awhile
(E) Never
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19. How much does he want you to finish high school?

(A) Insists that I go
(B) Wants me to finish, but lets me decide

(C) Doesn't care
(D) Rather that I didn't but will let me finish if

I want to
(E) Won't let me finish high school

20. How much does he want you to get good grades?

(A) He puts a lot of pressure on me
(B) He gets after me frequently
(C) He urges me to do well once in awhile
(D) Lets me do as I please
(E) Doesn't care

21. How much does he want you to attend college?

(A) Insists that I go
(B) Wants me to go, but lets me decide
(C) Doesn't care
(D) Rather that I didn't, )tit will let me go if I

want to
(E) Won't let me go

ONLY ANSWER THE FOLLOWING QUESTIONS IF YOU ARE NOW LIVING
WITH YOUR MOTHER OR STEPMOTHER

23. How often does she help you with your school work?

(A) Almost everytirne I ask
(B) Most of the times I ask
(C) About half the time
(D) Once in awhile
(E) Never

25. How much does she want you to finish high school?

(A) Insists that I go
(B) Wants me to finish, but lets me decide
(C) Doesn't care
(D) Rather that I didn't, but will let me finish if

I want to
(E) Won't let me finish high school
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26. How much does she want you to get good grades?

(A) She puts a lot of pressure on me
(B) She gets after me frequently
(C) She urges me to do well once in awhile
(D) Lets me do as I please
(E) Doesn't care

27. How much does she want you to attend college?

(A) Won't let me go
(B) Rather that I didn't, but will let me go if

I want to
(C) Doesn't care
(D) Wants me to go, but lets me decide
(E) Insists that I go

43. That language do your parents speak to each other?

(A) English all of the time
(B) English most of the time
(C) English about half of the time
(D) A language other than English most of the time
(E) A language other than English all of the time

44. What language do you use in talking to your brothers
and sisters?

(A) English all of the time
(B) English most of the time
(C) English about half of the time
(D) A language other than English most of the time
(E) A language other than Enolish all of the time

45. What language do you use in talking to your parents?

(A) English all of the time
(B) English most of the time
(C) English about half of the time
(D) A language other than English most of the time
(E) A language other than English all of the time

46. In what language are the radio programs that your
parents listen to?

(A) English all of the time
(B) English most of the time
(C) English about half of the time
(D) A language other than English most of the time
(E) A language other than English rof the time
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47. In what language are the radio programs that you
listen to?

(A) English all of the time
(B) English most of the time
(C) English about half of the time
(D) A language other than English most of the time
(E) A language other than English all of the time

CHECK THE ANSWER CLOSEST TO YOUR FEELINGS ABOUT THE
FOLLOWING QUESTIONS.

56. The most important purpose of the public schools is
to prepare people for success in jobs.

(A) Strongly agree
(B) Agree
(C) Undecided
(D) Disagree
(E) Strongly disagree

57. The best way to judge a man is by his success in his
job.

(A) Strongly disagree
(B) Disagree
(C) Undecided
(D) Agree
(E) Strongly agree

58. The job should come first, even if it means sacrifi-
cing time from recreation.

(A) Strongly agree
(B) Agree
(C) Undecided
(D) Disagree
(E) Strongly disagree

59. Planning only makes a person unhappy since your
plans hardly ever work out anyhow.

(A) Strongly diagree
(B) Disagree
(C) Undecided
(D) Agree
(E) Strongly agree
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60. When a man is born, the success he is going to have
is already in the cards so he might as we'.l accept
it and not fight against it.

(A) Strongly agree
(B) Agree
(C) Undecided
(D) Disagree
(E) Strongly disagree

61. Nowadays with world conditions the way they are the
wise person lives for today and lets tomorrow take
care of itself.

(A) Strongly disagree
(B) Disagree
(C) Undecided
(D) Agree
(E) Strongly agree

62. Making plans only brings unhappiness because the
plans are hard to fulfill

(A) Strongly agree
(B) Agree
(C) Undecided
(D) Disagree
(E) Strongly disagree

63. With things as they are today an intelligent person
ought to think only about the present without
worrying about what is going to happen tomorrow.

(A) Strongly disagree
(B) Disagree
(C) Undecided
(D) Agree
(E) Strongly agree

64. The secret of happiness is not expecting too much out
of life and being content with what comes your way.

(A) Strongly agree
CB) Agree
(C) Undecided
(D) Disagree
(E) Strongly disagree
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65. It is important to make plans for one's life and not

just accept what comes.

(A) Strongly disagree
(B) Disagree
(C) Undecided
(D) Agree
(E) Strongly agree
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STUDENT QUESTIONNAIRE

NUMBER

MARK THE SPACE ON THE ANSWER SHEET CORRESPONDING TO THE
ANSWER THAT IS CORRECT FOR YOU FOR EACH QUESTION, MARK
ONLY ONE ANSWER FOR EACH QUESTION,

SECTION 2

ONLY ANSWER THE FOLLOWING QUESTIONS IF YOU ARE NOW LIVING
WITH YOUR FATHER OR STEPFATHER,

1. In general, how are most decisions made between you
and your father or stepfather?

(A) He just tells me what to do
(B) He listens to me, but makes the decision himself
(C) I have considerable opportunity to make my own

decisions, but he has the final word
(D) My opinions are as important as his in deciding

what I should do
(E) I can make my own decisions but he would like

me to consider his opinion
(F) I can do what I want regardless of what he thinks

2. Does he let you have more freedom to make your own
decisions and to do what you want than he did two or
three years ago?

(A) Much more
(B) A little more
(C) About the same
(D) A little less
(E) Much less

3G When you don't know why he makes a particular decision
or has certain rules for you to follcw, will he
explain the reason?

(A) Never
(B) Once in awhile
(C) Sometimes
(D) Usually
(E) Always
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4. When you don't know exactly why he Is going to punish
or discipline you, will he explain the reason to you?

(A) Always
(B) Almost always
(C) Usually
(D) Sometimes
(E) Very seldom

5. How often does he discipline or punish you by reasoning
with you, explaining, or talking to you?

(A) Very often
(B) Frequently
(C) Once in awhile
(D) Very seldom
(E) Never

ONLY ANSWER THE FOLLOWING QUESTIONS IF YOU AR5 NOW LIVING
WITH YOUR MOTHER OR STEPMOTHER.

6. In general, how are most decisions made between you
and your mother or stermother2

(A) She just tells me what to do
(B) She listens to me, but rakes the decision herself
(C) I have considerable opportunity to make my own

decisions, but she has the final word
(D) My opinions are as important as her's in deciding

what I should do
(E) I can make my own decisions but she would like

me to consider her opinion
(F) I can do what I want regardless of what she thinks
(G) She doesn't care what I do

7. Does she let you have more freedom to make your own
decisions and to do what you want than she did two or
three years ago?

(A) Much more
(B) A little more
(C) About the same
(D) A little less
(E) uch les
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8. When you don't know why she makes a particulw:
decision or has certain rules for you to follow,
will she explain the reason?

9.

(A) Never
(B) Once in awhile
(C) Sometimes
(0) Usually
(E) Always

When you don't know exactly why she is going to punish
or discipline you, will she explain the reason to you?

(A) Always
(B) Almost always
(C) Usually
(D) Sometimes
(E) Very seldom

10. How often does she discipline or punish you by
reasoning with you, explaining, or talking to you?

(A) Very often
(B) Frequently
(C) Once in awhile
(D) Very seldom
(E) Never

LET'S PRETEND

23. Would you be willing to have as a relative someone
whose religion is different from yours?

(A) Yes
(8) No

24. Would you be willing to have as a relative someone
who was born in a different country than you were?

(A) No
(B) Yes

25. Would you be willing to have as a relative someone
whose first language is different from your first
language?

(A) Yes
(B) No
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26, Would you be willing to have as a friend someone
Whose religiml is different from yours?

(A) No
(B) Yes

27, Would you be willing to have as a friend someone who
was born in a different country than you were?

(A) Yes
(B) No

28. Would you be willing to have as a friend someone
whose first language is different from your first
language?

(A) No
(B) Yes

29. Would you be willing to have as a neighbor someone
whose religion is different from yours?

(A) Yes
(8) No

30. Would you be willing to have as;a neighbor someone

(A) No
(B) Yes

31. Would you be willing to have as a neighbor someone
whose first language is different from your first
language?

(A) Yes
(B) No

350 "I feel that I just cannot learn."

(A) Never
(B) Seldom
(C) Sometimes
(D) Most of the time
(E) Always
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60. How do you rate yourself in school ability compared

with your close friends?

(A) I am among the best

(B) I am above average
(C) I am average
(D) I am below average
(E) I am among the poorest

61. How do you rate yourself in school ability compared

to all other people your age?

(A) I am among the best

(B) I am above average
(C) I am average
(D) I am below average
(E) I am among the poorest

62. Do you think you have the ability to complete high

school?

(A) Yes, definitely
(B) Yes, probably
(C) I don't know
(D) Probably not
(E) Definitely not

63. Do you think you have the ability to complete college?

(A) Yes, definitely
(B) Yes, probably
(C) I don't know
(D) Probably not
(E) Definitely not
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ANALYSES OF VARIANCE ANGLO AND MEXICAN-AMERICAN STUDENTS

SOCIOCULTURAL CHARACTERISTICS BY ETHNIC BACKGROUND 3Y SEX

TABLE 8 - 1 /7/178

SCALE 1A: FATHER'S EDUCATION
a

SUBCLASS MEANS AND ANALYSIS OF VARIANCE

STUDENTS

GROUP 1 (Anglo)

GROUP 2 (Mexican-Americans
using more English)

GROUP 3 (Mexican-Americans
using less English)

MALE FEMALE
,

5.41 4.82.

2.31 1.84

2.19 1.27

3.30 2.64

5.12

2.07

1.73

SOURCE OF VARIANCE D.F. MEAN SQUARE F - RATIO

SEX 1 13.543 4.2 911

GROUPS 2 139.149 44.03"
GROUPS x SEX 2 0.287 0.09
ERROR 120 3.160

ain terpretation: 0 - no formal education, 7 . completed college,

MIIINIO*NWONIWININ

TABLE B - II

SCALE IA: FATHER'S EDUCATION
COMPARISONS USING DUNCAN'S MULTIPLE RANGE STATISTIC

COMPARISON DIFFERENCE STATISTICa D.M.R.S. CRITICAL VALUE
.05 .01

G
1
- G

2

G
1

G
3

G
2

G
3

3.05

3.39

3.34

10.70"

10.89"

1.27

2.80

2.95

2.80

3.70

3.86

3.70

a
STATISTIC lig - V. )i 0i

C + C
jj

C
ij

where C C , and C
ij are elements of the inverse of the

reduced least squares matrix. See Harvey, 22. tit,

2
M.S.

error

uin
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TABLE B III

SCALE 1B: FATHER'S OCCUPATION
a

SUBCLASS MEANS AND ANALYSIS OF VARIANCE

GROUP 1
b

GROUP 2

GROUP 3

MALE FEMALE

3.00 2.77

1.37 1.35

1.36 1.00

1.91 1.71

2.89

1.36

1.18

SOURCE OF VARIANCE D.F. MEAN SQUARE F - RATIO

SEX 1 1.287 0.74

GROUPS 2 35.125 20.22**
GROUPS x SEX 2 0.313 0.18

ERROR 120 1.737

a

b
Interpretation of scale: 0 - unskilled labor, 4 - professional

See Table B - I for description of groups

TABLE B - IV

SCALE IB: FATHER'S OCCUPATION
COMPARISONS USING DUNCAN'S MULTIPLE RANGE STATISTIC

MillNIII1110111110=111116

COMPARISON DIFFERENCE STATISTIC
a D.M.R.S.CRITICAL VALUE

.05 .01

GI - G2

G
I

G
3

G
2

G
3

1.52

1.70

0.18

7.22**

7.74**

0.90

2,80

2.95

2.80

3.70

3.86

3.70

aSee footnote, Table B -- II
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TABLE B - V

SCALE 1C: MOTHER'S EDUCATICN
a

SUBCLASS MEANS AND ANALYSIS OF VARIANCE

MALE FEMALE

GROUP 1
b 4.58 4.27 4.43

GROUP 2 2.41 1.82 2.12

GROUP 3 1.64 1.50 1.57

2.88 2.53

SOURCE OF VARIANCE D.F. MEAN SQUARE F - RATIO

SEX 1 3.741 1.77

GROUPS 2 93.232 44.07**

GROUPS x SEX 2 0.560 0,27

ERROR 120 2.117

aInterpretation:
bee Table B - I

0 - no formal education, 7 - completed college.

for description of groups.

TABLE B - VI

SCALE 1C: MOTHER'S EDUCATION
COMPARISONS USING DUNCANiS MULTIPLE RANGE STATISTIC

111
IMIIIIIIINIIIIIIIMIMIN

11111110.

COMPARISON DIFFERENCE STATISTICa D.M.R.S. CRITICAL VALUE
.05 .01

G
1

G
1

G
2

. G
2

. G
3

-G3

2.31

2.86

0,55

9.93**

12073**

2.48

2.80

2.95

2.80

3.70

3.86

3.70

aSee footnote, Table B - II
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TABLE B . VII

SCALE 3: SELF-CONCEPT OF ABILITY
a

SUBCLASS MEANS AND ANALYSIS OF VARIANCE

4.11=i11nnewww.-=0~.0rarimme.....mmvorem.

GROUP 1

GROUP 2

GROUP 3

MALE

.....100...asmrsmommOws

FEMALE

0.393

0.098

-0.208

0.095

0.258

.0.325

.0,193

-0.087

0.325

-0,113

.0.200

SOURCE CF VARIPNCE D.F. MEAN SQUARE F . RATIO

SEX 1 1.016 1.43

GROUPS 2 3.207 4.52
G ..UPS x SZX 2 0.519 0.72

ERROR 120 0.709

alnterpretation: positive-student feels of hiyn ability
negative-student feels of low ability

bee Table B - I for description of groups

TABLE B . VIII

SCALE 3: SELF - CONCEPT OF ABILITY
COMPARISONS USING DUNCAN'S MULTIPLE RANGE STATISTIC

COMPARISON DIFFERENCE STATISTICa D.M.R.S. CRITICAL VALUE
.05 .01

G
1

G
1

G
2

G
2

- G
3

- G
3

0.438

0.525

0.087

3.25*

4.03**

0.68

2.80

2.95

2.80

3.70

3.86

3.70

aSee footnote, Table B - II
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TABLE 0 - IX

SCALE 4A: FATALISM VERSUS ACTIVISM
a

SUBCLASS MEANS AND ANALYSIS OF VARIANCE

GROUP 1
b

GROUP 2

GROUP 3

MALE FEMALE

0.339 0.508

-0.251 -0.074

-0.458 -0.127

-0.123 0.102

0.423

-0.163

-0.292

SOURCE OF VARIANCE D.F.

1111

MEAN SQUARE F - RATIO

SEX 1 1.569 2.66

GROUPS 2 5.862 9.94*
GROUPS x SEX 2 0.090 0.15

ERROR 120 0.590

aInterpretation: negative-fatalistic, present time orientation
positive-activistic future time orientation

bSee Table B - I for description of the groups

TABLE B - X

SCALE 4A: FATALISM VERSUS ACTIVISM
COMPARISONS USING DUNCAN'S MULTIPLE RANGE STATISTIC

COMPARISON DIFFERENCE STATISTIC
a D.M.R.S. CRITICAL VALUE

.05 .01

G
1
- G

2
4.76 2.80 3.70

G
1

- G
3

6.02** 2.95 3.86

G
2
- G

3
1.10 2.80 3.70

aSee footnote, Table B - II
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TABLE B XI

SCALE 4B: OCCUPATIONAL PRIMACY&
MEANS

GROUP 1
b

GROUP 2

GROUP 3

MALES 'FEMALES

0.188
,

0.068

-0.269 -0.026

0.218 i 0.028

0.046 0.023

0.128

-0.147

0.123

SOURCE OF VARIANCE D F MEAN SQUARE - RATIO

SEX 1 0.016 0.02
GROUPS 2 1.005 1.38
GROUPS x SEX 2 0.556 0.77
ERROR 120 0.726

&interpretation: negative-high occupational primacy attitude
positive-low occupational primacy attitude

bSee Table B - I for descriptions of groups
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TABLE B . XII

SCALE 4C: PLANNING AHEAD VERSUS PASSIVE ACCEPTANCEa
SUBCLASS MEANS AND ANALYSIS OF VARIANCE

GROUP 1
b

GROUP 2

GROUP 3

MALE FEMALE

-0.799 .0.408 i

0.211 0.045

0.213 0.208

.0.125 -0.052

-0.603

00128

0.210

SOURCE OF VARIANCE D.F. MEAN SQUARE F - RATIO

SEX 1 0.164 0.29
GROUPS 2 8.035 14.22**
GROUPS x SEX 2 0.803 1.42
ERROR 120 0.565

aInterpretation:

bee Table B - I

negative - active, planning ahead attitude
positive-passive, non-.planning attitude

for description of the groups

TABLE B - XIII

SCALE 4C: PLANNING AHEAD VERSUS PASSIVE ACCEPTANCE
COMPARISONS USING DUNCAN'S MULTIPLE RANGE STATISTIC

COMPARISON DIFFERENCE STATISTIC
a D.M.R.S. CRITICAL VALUE

.05 .01

G
1

G
1

G
2

- G
2

G
3

G
3

0.731

00814

0.082

6.08**

6.99
0.71

2.80

2.95

2.80

3.70

3.86

3.70

.aSee footnote, Table B - II
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TABLE B - XIV

SCALE 4D: STRIVING ORIENTATIONa
SUBCLASS MEANS AND ANALYSIS OF VARIANCE

.1

lialuifr

GROUP 1
b

GROUP 2

MALE

0.229

FEMALE

0.332

-0.019 -0.181

GROUP 3 1-0.371

-0.054

-04.048

0.034

0.280

-0.100

-0.210

ail
SOURCE OF VARIANCE D.F. MEAN SQUARE F - RATIO

SEX 1 0.241 0.39
GROUPS 2 2.679 4.29*
GROUPS x SEX 0.627 1.00
ERROR 120 0.624

aInterpLctation: negative-striving attitude
positive-non-striving attitude

bee Table B - I for descriptions of the groups

TABLE B - XV

SCALE 4D: STRIVING ORIENTATION
COMPARISONS USING DUNCAN'S MULTIPLE RANGE STATISTIC

COMPARISON DIFFERENCE STATISTICa D.M.R.S. CRITICAL VALUE
.05 01

0.380Gi G2

GI
0.490

G
2
- G

3
0.110

3.01*

4.01**

0.91

2.80

2.95

2.80

3.70

3.86

3.70

aSee footnote Table B - II
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TABLE B - XVI

SCALE 5A: FATHER'S INDEPENDENCE TRAININGa
SUBCLASS MEANS AND ANALYSIS OF VARIANCE

GROUP 1
b

GROUP 2

GROUP 3

MALE FEMALE

3.29 3.51

2.95 3.36

2,27 3.55

3.40

3.16

2.91

2.84 3.47

SOURCE OF VARIANCE D.F. MEAN SQUARE F -.RATIO

SEX 1 11.973 5.98
GROUPS 2 2.516 1.26
GROUPS x SEX 2 3.467 1.73
ERROR 120 2.002

11
alnterpretation: 0 - non-democratic, 5 - democratic
b
See Table B - I for descriptions of groups
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TABLE B - XVI

SCALE 5B: MOTHER'S INDEPENDENCE TRAININGa
SUBCLASS MEANS AND ANALYSIS OF VARIANCE

GROUP 1b

GROUP 2

GROUP 3

MALE FEMALE

3.65 3.95'

2.62 3.35

2.82 3004

3.03 3.45

3.80

2.99

2.93

SOURCE OF VARIANCE D.F. MEAN SQUARE F . RATIO

SEX 1 5.430 3.09
GROUPS 2 9.464 5.39**
GROUPS x SEX 2 0.753 0.43
ERROR 120 1.755

amoommwMagowamm.

alnterpretation:
bSee Table B - I

0 - non-democratic,

for descriptions of

TABLE B - XVII

5 - democratic

groups

COMPARISONS USING DUNCAN'S MULTIPLE RANGE STATISTIC

COMPARISON DIFFERENCE STATISTICa D.M.R.S. CRITICAL VALUE
.05 .01

G
1

G
2

0.812 3.83** 2.80 3.70

G
1
- G

3
0.871 4.25** 2.95 3.86

G
2
- G

3
0.059 0.29 2.80 3.70

a
See footnote Table B - II
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TABLE B - XVIII

SCALE 5C: TOTAL INDEPENDENCE TRAINING
a

SUBCLASS MEANS AND ANALYSIS OF VARIANCE

GROUP 1
b

GROUP 2

GROUP 3

MALE FEMALE

6.94 7.45

5.58 6.71

5.09 6.58

5.87 6.91

7.19

6.i4

5.84

SOURCE OF VARIANCE D.F. MEAN SQUARE F - RATIO

SEX 1 33.528 5.59*

GROUPS 2 20.663 3.44
GROUPS x SEX 2 2.523 0.42

ERROR 120 5.995

aInterpretation: 0 - non-democratic, 10 - democratic

bee Table B - I for descriptions of groups

TABLE B - XIX

SCALE 5C: TOTAL INDEPENDENCE TRAINING
COMPARISONS USING DUNCANVS MULTIPLE RANGE STATISTIC

COMPARISON DIFFERENCE STATISTICa D.ti.R.S. CRITICAL VALUE
.05 .01

Gi - G2 1.053 2.69 2.80 3.70

G
1
- G

3
1.361 3.59* 2.95 3.86

G
2

- G
3

0.308 0.82 2.80 3.70

aSee footnote Table B - II
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TABLE B - XX

SCALE 6A: PARENTAL PRESSURE FOR GOOD GRADE?

SUBCLASS mEA1iIAN2ANILAILUYEL_____

V

GROUP 1
b

GROUP 2

GROUP 3

MALE FEMALE

.70.030

0.159

0.088

0.072

0.014

-0.215

-0.080

-0.094

-0.008

.0.028

0.004

SOURCE OF VARIANCE D.F. MEAN SQUARE F RATIO

SEX 1 0.849 0.98

GROUPS 2 0.011 0.01

GROTTPS x SEX 2 0.428 0.50

ERROR 120 0.866

alnterpretation: negative - little or no pressure
positive - high parental pressure

bee Table B . I for descriptions of groups
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TABLE B - XXI

SCALE 68: AMOUNT OF PARENTAL HELP WITH SCHOOLWORK&
SUBCLASS MEANS AND ANALYSIS OF VARIANCE

GROUP 1
b

GROUP 2

Group 3

MALE FEMALE

1-0.080 0.230

0.255 0.022

-0.153 -0.285

0.072 -0.011

0.075

0.139

-0.219

SOURCE OF VARIANCE D.F. MEAN SQUARE F - RATIO

SEX 1 0.010 0.02
GROUPS 2 1.580 2.39
GROUPS x SEX 2 0.821 1.24
ERROR 120 0.661

aInterpretation: negative - little help with schoolwork
positive - parents help when asked

bee Table B - I for descriptions of groups



TABLE B . XXII

SCALE 6C: PARENT'S DESIRE THAT STUDENT GO TO COLLEGEa
SUBCLASS MEANS AND ANALYSIS OF VARIANCE

...,111.-

191

GROUP I

GROUP 2

GROUP 3

MALE FEMALE

-0.471 -0.015

-0.249 0.148

0.094 0.401

-0.209 0.178

-0.243

-0.050

0.247

SOURCE OF VARIANCE D.F. MEAN SQUARE F . RATIO

SEX 1 4.612 5.74*
GROUPS 2 2.585 3.22*
GROUPS x SEX 2 0.060 0.08
ERROR 120 0.803

aInterpretation: negative - parents want student to go to college
positive - parents do not want student to go to

college
bee Table B - I for descriptions of groups

TABLE B - XXIII

SCALE GC: PARENT'S DESIRE THAT STUDENT GO TO COLLEGE
COMPARISONS USING DUNCAN'S MULTIPLE RANGE STATISTIC

COMPARISON DIFFERENCE STATISTICa
Viallmilm11111=

D.M.R.S. CRITICAL VALUE
.05 .01

G1 - G2 0.191 1.35 2.80 3.70

G1 -G3 0.490 3.54* 2.95 3.86

02.. G3 0.297 2.17 2.80 3.70

aSee footnote, Table B - II



TABLE B - XXIV

SCALE 6D: PARENTAL PRESSURE TO COMPLETE HIGH SCHOOLa
SUBCLASS MEANS AND ANALYSIS OF VARIANCE

GROUP 1

GROUP 2

GRCTJP 3

MALE FEMALE

-0.126 0.023

-0.342

[0.414 0.113

-0.018 -0.022

0.201

-0.051

-0.272

0.264

SOURCE OF VARIANCE D.F. MEAN SQUARE F - RATIO

SEX 1 0.000 0.00
GROUPS 2 3.111 4.83*
GROUPS ,c SEX 2 0.719 1.11
ERROR 120 0.645

192

aInterpretation:. negative - parents want student to complete
high school

positive - parents do not want student to
complete high school

bee Table B . I for descriptions of groups

TABLE B - XXV

SCALE 6D: PARENTAL PRESSURE TO COMPLETE HIGH SCHOOL
COMPARISONS USING DUNCAN'S MULTIPLE RANGE STATISTIC

COMPARISON DIFFERENCE STATISTICa D.M.R.S CRITICAL VALUE
,05 .01

G
1

G
2

0.221 1.72 2.80 3.70

G
1
- G

3
0.314 2.53 2.60 3.70

G
2

- G
3

0.535 4.'50° 2.95 3 '";

aSee footnote, Table B - It
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TABLE B - XXVI

SCALE 7k: RELIGIOUS SOCIAL DISTANCEa

SUBCLASS MEANS AND ANALYSIS OF VARIANCE

GROUP 1b

GROUP 2

GROUP 3

MALE FEMALE

10.353 i 0.136

0.667 0.765

0.500 0.875

0.507 0.592

0.245

0.716

0.688

SOURCE OF VARIANCE D.F. MEAN SQUARE F - RATIO

SEX 1 0.225 0.43
GROUPS 2 2.763 5.26**
GROUPS x SEX 2 0.914 1.74
ERROR 120 0.525

alnterpretation: 0 - would permit close social relations
2 - would not permit close social relations

bee Table B - III for descriptions of groups

TABLE 14 - XXVII

SCALE 7A: RELIGIOUS SOCIAL DISTANCE
COMPARISONS USING DUNCAN'S MULTIPLE RANGE STATISTIC

COMPARISON DIFFERENCE STATISTICa D.M.R.S. CRITICAL VALUE
la .01

G
1

G
2

0.471 4.06** 2.95 3.86

G
1

G
3

0.443 3.95** 2.80 3.70

G
2

G
3

0.028 0.25 2.80 3.70

a
See footnote, Table B - II
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TABLE B - XXVIII

SCALE 78: NATIONALITY SOCIAL DISTANCEa
SUBCLASS MEANS AND ANALYSIS OP VARIANCE

GROUP 1
b

GROUP 2

GROUP 3

MALE FEMALE
...._ ---..

0.177 0.045

0.333 0.176

0.409 0.292

0.306 0.171

0.110

0.255

0.350

SOURCE OF VARIANCE D.F. MEAN SQUARE F - RATIO

SEX 1 0.563 2.29

GROUPS 2 0.601 2.45
GROUPS x SEX 2 0.004 0.01

ERROR 120 0.246

alnterpreted:

bSee Table B

194

0 - Would permit close social relations
2 - would not permit close social relations

- I for descriptions of groups



TABLE B - XXIX

SCALE 7C: LANGUAGE SOCIAL DISTANCE
a

SUBCLASS MEANS AND ANALYSIS OF VARIANCE

GROUP 1b

GROUP 2

GROUP 3

MALE FEMALE

0.235 0.364

0.667 0.471

0.682 0.458

0.528 0.431

0.300

0.569

0.570

SOURCE OF VARIANCE D F.

SEX
GROUPS
GROUPS x SEX
ERROR

1
2
2

120

MEAN SQUARE ... RATIO

0.291 0.60
0.966 1.98
0.383 0.79
0.487

,mspr...=MIIIIIID
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aInterpretation: 0 - would permit close social relations
2 would not permit close social relations

bee Table B - I for descriptions of groups

TABLE B - XXX
NUMBER OF STUDENTS IN EACH SUBCLASS

GROUP 1

GROUP 2.

GROUP 3

MALE FEMALE

17 22

24 17

22 24

63 63

39

41

46



APPENDIX C

ANALYSES OF VARIANCE ANGLO AND

MEXICAN-AMERICAN STUDENTS ACHIEVEMENT
MEASURES BY ETHNIC BACKGROUND BY SEX

TABLE C I
196/197 7

ENGLISH GRADES, SUBCLASS MEANS
AND ANALYSIS OF VARIANCEa

GROUP 1 (Anglo)

GROUP 2 (Mexican-Americans
using more English)

GROUP 3 (Mexican-Americans
using less English)

MALE FEMALE

(17)b
2.73
(22)

2.08
(24)

2.29
(17)

1 1.91
(22)

2.42
(24)

2.13 2.48

2.57

2.19

2.16

SOURCE OF VARIANCE D.F. MEAN SQUARE F - RATIO

SEX
GROUPS
GROUPS x SEX
ERROR

1
2
2

120

3.662
2.071
0.245
0.696

5.26
2.98
0.35

alnterpretation 4 - A, 3 - B, 2 . C, 1 - D, 0 - F.
bNumber of observations in subclass.
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TABLE C - II

MATHEMATICS GRADES, SUBCLASS MEANS
AND ANALYSIS OF VARIANCEa

GROUP lb 2.71 2.36 2.53
(17)C (22)

MALE FEMALE

GROUP 2

GROUP 3

2.12
(24)

2.24
(.17)

2.09 2.17
(22) 1 (24)

2.31 2.25---.

2.18

2.13

SOURCE OF VARIANCE D.F.

SEX 1
GROUPS 2
GROUPS x SEX 2
ERROR 120

MEAN SQUARE F - :RATIO

0.084 0.12
1.963 2.82
0.627 0.90
0.695

alnterpretation: 4 - A, 3 - B, 2 - C, 1 - D, 0 - F.
bSee Table C - I for descriptions of the groups.
CNumber of observations in subclass.



TABLE C III

IOWA - LANGUAGE SKILLS SCORE, SUBCLASS
MEANS AND ANALYSIS OF VARIANCE

GROUP 1
b

GROUP 2

GROUP 3

MALE FEMALE

53.93 53.80
(13)b (17)

49.52 54.29
(15) (10)

42.47 50.03
(15) (19)

48,64 52.71

53.87

51.91

46.25

199

rwmRilM

SOURCE OF VARIANCE D. MEAN SQUARE F - RATIO

SEX 1 352.43 2.72
GROUPS 2 493.40 3.81*
GROUPS x SEX 2 117.30 0.91
ERROR 120 129.35

aSee Table

bNumber of

C - I for descriptions of the groups.

observations in subclass.

TABLE C - IV

IOWA - LANGUAGE SKILLS SCORE, COMPARISONS
USING DUNCAN'S MULTIPLE RANGE STATISTIC

COMPARISON DIFFER7NCE STATISTIC D.M.R.S. CRITICAL VALUE

G
1
- G

2
1.96

G
1

G
3

7.62

G
2
- G

3
5.66

aSTATISTIC m (

.05 .01

0.89 2.83 3.76

3.75 2.98 3.92

2.63 2.83 3.76

- Y.. ) 2

44 44 44 IM.S.error
CI"' + CJ J - C-" J

Where C Cjj, and C
ij are elements of the inverse of the

reduced least squares matrix. See Harvey, 22. cit.



TABLE C - V

IOWA ARITHMETIC SKILLS SCORE, SUBCLASS
MEANS AND ANALYSIS OF VARIANCE

200

MALE

I

GROUP lb 52.25
(13)b

GROUP 2

GROUP 3

42.28
(15)

FEMALE

45.38
(17)

40.42
(10)

35666 36.99
(15) (19)

43.40 40.93

48.81

41.35

36.32

SOURCE OF VARIANCE D.F. MEAN SQUARE F - RATIO

SEX
GROUPS
GROUPS x SEX
ERROR

1
2

2

83

130.00 1.17
1228.55 11.08**
1,32.78 1.20
110.86

aSee Table C I for descriptions of the groups.

bNumber of observations in subclass.

TABLE C VI

IOWA ARITHMETIC SKILLS SCORE, COMPARISONS
USING DUNCAN'S MULTIPLE RANGE STATISTIC

COMPARISON DIFFERENCE STATISTIC
a D.M.R.S. CRITICAL VALUE

.05 .01

G
i

- G
2

7.46

G
1
- G

3
12.49

G
2
- G

3
5.03

3.64*

6.64**

2.53

2.83

2.98

2.83

3.76

3.92

3.76

aSee footnote, Table C IV.



TABLE C VII

NON-LANGUAGE INTELLIGENCE SCORE, SUBCLASS
MEANS AND ANALYSIS OF VARIANCE

201

awe

GROUP 1a

GROUP 2

GROUP 3

MALE FEMALE

118.92
(13)b

111.18
(17)

104.47 105.10
(15) (10)

94.00 95.89
(15) (19)

105.80 104.06

115.05

104.78

94.95

&OURCE OF VARIANCE D.F. MEAN SQUARE F - RATIO

SEX 1 64.58 0.20
GROUPS 2 3170.54 10.04
GROUPS X, SEX 2 205.16 0.65

ERROR 83 316.00

aSee Table C - I for descriptions of the groups.

bNumber of observation in subclass.

TABLE C - VIII

NON - LANGUAGE INTELLIGENCE SCORE, COMPARISONS
USING DUNCAN'S MULTIPLE RANGE STATISTIC

COMPARISON DIFFERENCE STATISTICa D.M.R.S. CRITICAL VALUE
.05 .01

G
1

G2
2

10.27

G
1

G
3

20.10

G
2

- G
3

9.84

2.97*

6.33**

2.93

2.83

2.98

2.83

3.76

3.92

3.76

aSee footnote, Table C IVG
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APPENDIX D

REGRESSION ANALYSES PREDICTING ANGLO AND MEXICAN-AMERICAN

STUDENTS' ACHIEVEMENT MEASURES

TABLE D - I
j.4;) 203

RESULTS OF STEPWISE MULTIPLE LINEAR REGRESSION ANALYSIS
CALCULATED TO PREDICT MEXICAN-AMERICAN STUDENTS'

ENGLISH GRADES

MULTIPLE CORRELATION COEFFICIENT = 0.500
PERCENT OF VARIANCE ACCOUNTED FOR = 25.0

VARIABLES ENTEREDa BETA WEIGHT STANDARD ERROR
OF BETA WEIGHT

SEX (0=M9 1=F) 0.200 0.101

Scale 3: Self-Concept of Ability 0.334 0.098
Scale 4C: Planning Ahead versus

Passive Acceptance -0.164 0.096
Scale 5C: Total Independence

Training 0.243 0.101
Scale 7C: Language Social

Distance 0.144 0.100

ANALYSIS OF VARIANCE

SOURCE OF VARIANCE D.P. MEAN SQUARE F - RATIO

MEAN 1 410.60
REGRESSION 5 3.23
ERROR 81 0.60

5.41

a
Partial F-value to eater variables = 1.72
Partial F-value to remove variables = 1.50
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RESULTS OF STEPWISE MULTIPLE LINEAR REGRESSION ANALYSIS
CALCULATED TO PREDICT MEXICAN-AMERICAN STUDENTS'

MATHEMATICS GRADES

Multiple Correlation Coefficient = 0.513
Percent of Variance Accounted for = 26.3

VARIABLES ENTEREDa BETA WEIGHT STANDARD ERROR
OF BETA WEIGHT

Scale 3: Self-Concept of Ability 0.330 0.097
Scale 4E; Occupational Primacy 0.244 0.100
Scale 5C: Total Independence 0.232 0.098

Training
Scale 6D: Parental Pressure to

complete High School
-0.151 0.099

Scale 7A: Religious Social -0.134 0.098
Distance

ANALYSIS OF VARIANCE

SOURCE OF VARIANCE D.F. MEAN SQUARE F - RATIO

MEAN
REGRESSION
ERROR

1
5

81

401.940
2.998
0.519

5.77.

a
Partial F-value to enter variables = 1.72
Partial F-value to remove variables = 1.50
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RESULTS OF STEPWISE MULTIPLE LINEAR REGRESSION ANALYSIS
CALCULATED TO PREDICT ENGLISH GRADES

OF ANGLO STUDENTS

Multiple Correlation Coefficient = 0.755
Percent of Variance Accounted for = 57.0

VARIABLES ENTEREDa BETA WEIGHT STANDARD ERROR
OF BETA WEIGHT

Sak (0=M, 1=7)

Stale 3: Self-Concept of Ability

0.322

0.271

0.138

0.148
Scale 4B: Occupational Primacy 0.250 0.126
Scale 4C: Planning Ahead versus 0.212 0.139

Passive Acceptance
Scale 6C: Parents', Desire that -0.426 0.137

Student go to College
Scale 6D: Parental Pressure to -0.234 0.126

Complete High School
Scale 7A. :. Religious Social -0.196 0.137

Distance

ANALYSIS OF VARIANCE

SOURCE OF VARIANCE D.F. MEAN SQUARE F - RATIO

MEAN 1 261.560
REGRESSION 7 1.909 5.87 .
ERROR 31 0.325

a
Partial F-value to enter variables = 1.72
Partial F-value to remove variables = 1.50
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TABLE g - IV

RESULTS OF STEPWISE MULTIPLE LINEAR REGRESSION ANALYSIS
CALCULATED TO PREDICT ANGLO STUDENTS'

MATHEMATICS GRADES

1

Multiple Correlation Coefficient = 0.615
Percent of Variance Accounted for = 37.9

VARIABLES ENTEREDa BETA WEIGHT STANDARD ERROR
OF BETA WEIGHT

Scale 3: Self-Concept of Ability
Scale 5C: Total Independence

Training
Scale 6A: Parental Pressure to

Get Good Grades
Scale 6D: Parental Pressure to

Complete High School

0.473
-0.231

-0.282

-0.350

Mon--1,

0.142
0.149

0.137

0.143

ANALYSIS OF VARIANCE

SOURCE OF VARIANCE D.F. MEAN SQUARE F - RATIO

bit

MEAN
REGRESSION
ERROR

1

4
34

246.250
2.626
0.507

5.18

bps

aFartial F-value to enter variables = 1.72
Partial F-value to remove variables = 1.50



207
TABLE D . V

RESULTS OF STEPWISE MULTIPLE LINEAR REGRESSION ANALYSIS
CALCULATED TO PREDICT MEXICAN - STUDENTS'

TOTAL LANGUAGE ACHIEVEMENT
TEST SCORES

Multiple Correlation Coefficient = 0.555
Percent of Variance Accounted for = 30.8

VARIABLES ENTEREDa BETA WEIGHT STANDARD ERROR
OF BETA WEIGHT

INN~WIIINI1111110mg.11111

Scale 3: Self-Concept of Ability 0.380 0.106
Scale 5C: Total Independence 0.370 0.107

Training
Scale 6A: Parental Pressure to

Get Good Grades -0.148 0.106
Scale 6B: Amount of Parental

Help with Schoolwork -0.177 0.107
Scale 6D: Parental Pressure to

Complete High School -0.145 0.105

ANALYSIS OF VARIANCE
ONOMMIIMEM.

SOURCE OF VARIANCE D.F. MEAN SQUARE F - RATIO

MEAN
REGRESSION
ERROR

1
5

64

166080.00
543.08
95.39

5.69**

aPartial F-value to enter variables = 1.72
Partial F-value to remove variables a 1.50
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TABLE D - VI

RESULTS OF STEPWISE MULTIPLE LINEAR REGRESSION ANALYSIS
CALCULATED TO PREDICT MEXICAN-AMERICAN STUDENTS'

TOTAL ARITHMETIC ACHIEVEMENT
TEST SCORES

Multiple Correlation Coefficient = 0.576
Percent of Variance Accounted for = 33.0

VARIABLES ENTEREDa BETA WEIGHT STANDARD ERROR
OF BETA WEIGHT

Scale 3: Self - Concept of Ability 0.457 0.102
Scale 4B: Occupatinal Primazy 0.147 0.104
Scale 5C: Total Independence

Training 0.234 0.104
Scale 7A: Religious Social

Distance -0:165 0.104

ANALYSIS OF VARIANCE

SOURCE OF VARIANCE D.F. MEAN SQUARE F - RATIO

MEAN
REGRESSION
ERROR

1
4

65

102790.00
522.93
64.94

8.05"

aPartial F-value to enter variables = 1.72
Partial F-value to remove variables = 1.50
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TABLE D - VII

RESULTS OF STEPWISE MULTIPLE LINEAR REGRESSION ANALYSIS
CALCULATED TO PREDICT ANGLO STUDENTS'

TOTAL LANGUAGE ACHIEVEMENT
TEST SCORES

Multiple Correlation Coefficient = 0.548
Perdent of Variance Accounted for = 30.0

VARIABLES ENTERED? BETA WEIGHT STANDARD ERROR
OF BETA WEIGHT

Scale 3: Self-Concept of Ability 0.548 0.150

ANALYSIS OF VARIANCE

SOURCE OF VARIANCE D.F. MEAN SQUARE F - RATIO

MEAN
REGRESSION
ERROR

1
1

31

95992.00
1040.00

78.33
13.28"

aPartial F-value to enter variables = 1.60
Partial F-value to remove variables = 1.50
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REITULTS OF STEPWISE MULTIPLE LINEAR REGRESSION ANALYSIS
CALCULATED TO PREDICT ANGLO STUDENTS

TOTAL ARITHMETIC ACHIEVEMENT
TEST SCORES

Multiple Correlation Coefficient = 0.782
Percent of Variance Accounted for = 61.1

VARIABLES ENTEREDa BETA WEIGHT STANDARD ERROR
OF BETA WEIGHT

Scale 3:- Self-Concept of Ability
Scale 4C: Planning Ahead versus

0.394 0.147

Passive Acceptance -0.400 0.164
Scale 4D: Striving Orientation 0.542 0.182
Scale 6A: Parental Pressure to

Get Good Grades -0.646 0.170
Scale 66: Amount of Parental

Help with Schoolwork 0.338 0.129
Scale 6C: Parents Desire that

Student go to College -0.290 0.131

ANALYSIS OF VARIANCE

SOURCE OF VARIANCE D.F. MEAN SQUARE F - RATIO

MUM
REGRESSION
ERROR

1
6

26

76392.00
427.93
62.75

6.82**

aPartial F-value to enter variables=1.72
Partial F-value to remove variables=1.50



TABLE If - IX

RE3ULTS OF STEPWISE MULTIPLE LINEAR REGRESSION ANALYSIS
CALCULATED TO PREDICT MEXICAN-AMERICAN STUDENTS,

NONLANGUAGE IQ SCORES

Multiple Correlation Coefficient = 0.535
Percent of Variance Accounted for = 28.6

211.

VARIABLES EN TEREDa BETA WEIGHT STANDARD ERROR
OF BETA WEIGHT

Scale 4A: Fatalism versus Activism 0.149 0.107
Scale 5C:- Total Independence

Training 0.151 0.113
Scali: 6B: Amount of Parental

Help with Homework 0.199 0.108
Scale 6D :. Parental Pressure to

Complete High School -0.308 0.110
Scale 7A: Religious Social

Distance -0.188 0.111
Scale 7B: Nationality Social

Distance -0.190 0.123
Scale 7C: Language Social

Distance 0.255 0.123

ANALYSIS OF VARIANCE

SOURCE OF VARIANCE D.F. MEAN SQUARE F - RATIO

MEAN
REGRESSION
ERROR

1
7

66

732610.00
939.40
248.61

3.78*

a
Partial F-value to enter variables = 1.72
Partial F-value to remove variables = 1.50
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212
TABLE D- X

RESULTS OF STEPWISE MULTIPLE LINEAR REGRESSION ANALYSIS
CALCULATED TO PREDICT ANGLO STUDENTS'

NONLAEGUAGE IQ SCORES

Multiple Correlation Coefficient = 0.688
Percent of Variance Accounted for = 47.3

VARIABLE ENTEREDa BETA WEIGHT STANDARD ERROR
OF BETA WEIGHT

SEX (0=M, 1=F) -0.273 0.148

Scale 3: Self-Concept of Ability 0.404 0.155
.Scale 4A: Fatalism versus

Activism 0.196 0.138
Scale 4C: Planning Ahead versus

Passive Acceptance 0.237 0.154
Scale 7B: Nationalihy Social

Distance -0.407 0.143
sL..J11111.MMInft 11

ANALYSIS OF VARIANCE

SOURCE OF VARIANCE D.F. MEAN SQUARE F - RATIO

MEAN
REGRESSION
ERROR

1
5

30

464890.00
799.05
148.43

5,38"

a
Partial F-value to enter variables = 1.72
Partial F-value to remove variables = 1.50



1
,
4
0
"
4
"
f
i
l
,

fi
r

A
PP

E
N

D
IX

 E

IN
T

E
R

C
O

R
R

E
L

A
T

IO
N

 M
A

T
R

IC
E

S

T
A
M
E
 
W

I

I
N
T
E
R
C
O
R
R
E
L
A
T
I
O
N
 
M
A
T
H
=
 
l
.
.

.
.
.
A
R
I
A
N
L
C
S
 
U
S
f
.
D
 
I
N
 
R
E
G
R
E
S
S
I
O
4

A
N

A
L

Y
SE

S 
PR

E
D

IC
T

IN
G

M
E
X
I
C
A
N
-
A
M
E
R
I
C
A
N
 
S
T
U
D
E
N
T
S
'

=
G
L
I
M
 
A
N
D
 
M
A
T
H
E
M
A
T
I
C
S
 
G
R
A
D
E
S

N
:=

1C
21

11
11

.
N
 
.
8
7

S
e
x

2
3 -
0
.
1
1
6

4A

0
.
1
6
5

4
8

0
.
0
2
5

4
C

-
0
.
0
4
9

4
D

0.
05

6

S
C

0.
26

0
-0

.1
41

-
0
.
1
3
6

A
M
M
M
I
N
W

0
.
1
9
1

-
0
.
0
2
0

0
.
1
5
3

-
0
.
1
1
3

-
0
.
1
4
3

E
N
G
L
I
S
H

G
R
A
D
E
S

0
.
2
1
2

M
A
T
H
E
M
A
T
I
C
S

G
R
A
D
E
S

0
.
0
5
3

S
s
z

1
.
0
0
0

»
0
.
1
a
8

2
1
.
0
0
0

0
.
0
8
5

-
0
.
0
1
9

-
0
.
0
9
7

0
0
9
8

0
.
0
2
4

0
.
0
9
8

0
.
0
2
3

0
.
3
6
1

-
0
.
1
7
5

0
.
2
6
7

-
 
0
.
1
4
8

-
0
.
0
3
9

-
0
.
0
3
9

-
0
.
0
4
1

0
.
0
8
3

3
1
.
0
0
0

0
.
1
9
0

-
0
.
1
1
6

-
0
.
0
3
9

0
.
0
5
1

0
.
0
5
8

0
.
2
5
0

0
.
0
1
0

-
0
.
2
6
0

-
0
.
0
1
7

»
0
.
1
1
4

0
.
0
5
6

-
0
.
1
2
6

0
.
3
1
3

0
.
3
3
3

4
4

1
.
0
0
0

-
0
.
0
1
3

0
.
1
2
3

0
.
0
1
6
6

0
.
1
9
9

-
0
.
1
0
6

-
0
.
0
7
8

4
0
.
0
3
0

-
0
.
0
1
1

»
0
.
0
7
9

0
.
0
9
8

-
0
.
0
9
8

0
.
1
6
2

0
.
2
0
4

4
8

1
.
0
0
0

-
0
.
0
2
3

-
0
.
0
0
4

-
 
0
.
0
3
4

-
0
.
1
8
0

0
.
0
5
7

0
.
0
6
3

0
.
2
7
0

-
0
.
0
5
5

0
.
3
2
6

0
.
1
1
8

-
0
.
0
3
9

0
.
1
6
4

4
C

1
.
0
0
0

-
0
.
0
6
2

0
.
0
0
9

0
.
0
0
3

0
.
0
1
9

-
0
.
0
3
0

0
.
0
9
4

-
 
0
.
0
4
3

»
0
.
0
3
5

0
.
0
0
1

-
0
.
1
8
5

-
0
.
1
0
4

4
0

1
.
0
0
0

0
.
1
2
4

-
0
.
0
8
5

-
0
.
0
0
1

-
0
.
0
0
5

-
0
.
0
7
1

-
0
.
1
8
3

-
 
0
.
1
9
7

-
0
.
2
9
0

0
.
0
6
2

0
.
0
8
4

S
C

1
.
0
0
0

0
.
1
1
7

0
.
1
7
6

-
.
0
.
0
7
2

-
0
.
0
5
8

-
0
.
2
0
1

-
0
.
1
1
6

-
0
.
-
2
.
1
4
1

0
.
2
8
5

0
.
2
7
9

6A
1
.
0
0
0

-
0
.
0
1
0

»
0
.
0
9
7

0
.
0
1
5

-
0
.
0
7
4

0
.
1
1
2

-
0
.
0
2
1

0
.
0
6
7

0
.
0
9
7

6
8

1
.
0
0
0

-
0
.
0
7
5

»
0
.
0
1
5

-
0
.
0
7
1

-
0
.
0
0
2

-0
.0

29
0
.
0
7
0

-0
.0

31
1

6
C

1
.
0
0
0

-
0
.
0
2
5

0
.
0
8
7

-
0
.
2
3
3

-
 
0
.
2
4
5

-
0
.
1
0
4

0
.
0
0
2

6
D

1
.
0
0
0

0
.
0
2
9

0
.
2
7
0

0
.
1
5
6

-
0
.
1
0
6

-
0
.
1
0
9

7
4

1
.
0
0
0

0
.
2
3
9

0
.
2
7
5

0
.
0
5
9

-
0
.
2
3
6

7
,

1
.
0
0
0

0
.
4
3
6

0
.
0
8
1

»
0
.
0
0
1

7
C

1
.
0
0
0

0
.
0
2
5

-
0
.
1
6
3



rt
e:

fa
**

44
".

14
42

01
1,

11
*V

.V
.1

0.
11

1
fa

rd
ua

l T
A
B
L
E
 
E

I
I

""
9

F2
41

9
fa

s8
9

1

I
N
T
E
R
C
U
R
R
E
L
A
T
I
C
H
 
M
A
T
R
I
X
 
O
F
 
V
A
R
I
A
B
L
E
S
 
U
S
E
D
 
I
N
 
R
L
:
a
R
E
S
S
I
O
N

A
N
A
L
Y
S
E
S
 
P
R
O
D
I
C
T
T
W
G
 
A
N
G
L
O
 
S
T
U
D
E
N
T
S
 
E
N
G
L
I
S
H

A
N
D
 
M
A
T
H
E
M
A
T
I
C
S
 
G
R
A
D
E
S

ta
r

e
t
e
i

N
3
9

S
e
x

3
O
A

4
3

4
C

4
0

S
C

6
A

6
8

6
C

C
O

7
A

7
8

7
C

E
N
G
L

M
A
T
H

S
e
x 3

4
A 4
B

4
C 4
0

S
C

6
1
1
.

6
5

6
C

6
D
,

7
P
.

7
B

7
C

1
.
0
0
0

-
0
.
0
8
8

1
.
0
0
0

0
.
2
0
4

0
.
0
6
9

1
.
0
0
0

-
0
.
0
6
7

-
0
.
0
8
7

-
0
.
0
8
7

1
.
0
0
0

0
.
2
5
1

.
4
.
4
2
4

-
0
.
0
9
3

0
.
1
3
2

1
.
0
0
0

0
.
0
6
2

-
0
.
3
3
1

-
0
.
3
4
5

-
0
.
0
2
7

0
.
3
6
0

1
.
0
0
0

0
.
1
0
5

0
.
3
0
9

0
.
3
5
8

0
.
1
8
0

-
0
.
1
2
7

-
0
.
1
2
3

1
.
0
0
0

0
.
0
2
5

.
4
4
0
4
5

0
.
?
6
2

,
.
.
0
.
1
5
5

-
0
.
1
7
7

0
.
4
9
9

-
0
0
8
5

1
.
0
0
0

0
.
1
7
9

0
.
1
1
9

-
0
.
0
5
6

4
.
1
7
4

0
.
0
6
9

0
.
0
4
2

0
.
2
9
8

0
.
1
1
5

1
.
0
J
0

0
.
3
3
6

-
0
.
2
1
3

0
.
0
0
6

0
.
1
2
8

-
0
.
0
1
8

0
.
0
9
6

-
0
.
0
2
4

0
.
1
5
5

0
.
1
9
9

1
.
0
0
0

0
.
1
2
6

-
0
.
0
9
4

0
.
0
2
2

0
.
1
A
9

-
0
.
0
3
4

-
0
.
3
0
3

-
0
.
2
9
6

-
0
.
0
8
7

-
0
.
1
5
3

0
.
3
,
4

1
.
0
0
0

-
0
.
2
0
3

-
0
.
4
0
9

-
0
.
1
9
9

-
0
.
1
3
5

0
.
1
0
4

0
.
1
4
3

-
0
.
3
0
2

-
0
.
0
1
9

-
0
.
0
5
1

0
.
0
2
3

0
.
0
0
2

1
.
0
0
0

-
0
.
Z
1
4

.
4
.
2
3
0

-
0
.
1
6
0

0
.
0
8
4

0
.
0
1
8

0
.
1
0
5

-
0
.
3
4
6

0
.
0
4
2

-
0
.
1
1
1

0
.
3
1
4

.
4
.
1
7
7

0
.
4
9
1

1
.
0
0
0

0
.
1
1
3

-
0
.
2
4
4

-
0
.
1
4
9

0
.
0
1
1

4
.
0
,
0

0
.
0
9
3

-
0
.
2
5
9

0
.
0
2
-

-
0
.
0
1
3

9
.
3
0
0

0
.
0
:
0

4
.
3
6
;

0
.
7
1
6

1
.
0
0
0

0
.
2
0
2

6
.
3
2
4

0
.
1
0
6

0
.
1
6
5

0
.
2
0
5

0
.
0
2
4

0
.
3
2
3

-
0
.
2
0
8

C
.
0
4
4

-
0
.
4
2
5

-
0
.
3
1
8

-
0
.
3
9
4

-
0
.
2
8
7

-
0
.
1
8
1

-
0
.
2
0
1

0
.
4
4
7

0
.
0
.
0
7

-
0
.
1
8
8

-
0
.
1
6
0

-
0
.
0
8
9

0
.
0
4
2

-
0
.
2
5
3

-
0
.
1
0
9

-
0
.
1
8
9

-
0
.
3
0
2

-
0
.
0
3
5

0
.
0
9
5

-
0
.
1
7
1



-
1
/
1
=
1
1
'
'
'
W
M
I
N
I
N
I
I
r
"
-
-
1
1
1
1
1
1
1
8
1
1
1
1
1
1
1
,
`
"
"
"
W
I
I
I
M
M
O
W
M

T
A
B
L
E
 
S
-
 
I
I
I

I
N
T
E
R
C
O
R
R
E
L
A
T
I
O
N
 
M
A
T
R
I
X
 
0

W
A
L
A
I
L
E
S
 
U
S
E
D
 
I
N
 
R
E
G
R
E
S
S
I
O
N

A
N
A
L
Y
S
E
S
 
P
R
E
D
I
C
T
I
N
G
 
M
E
X
I
C
A
N
-
A
M
E
R
I
C
A
N
 
S
T
U
D
E
N
T
S

L
A
N
G
U
A
G
E
 
A
N
D
 
A
R
I
T
H
M
E
T
I
C
 
A
C
H
I
E
V
E
M
E
N
T

T
E
S
T
 
S
C
O
R
E
S

N
Y
O

S
e
x

2
3

4
A

4
1

4
C

4
D

5
C

6
A

6
8

6
C

6
0

7
A

7
0

7
C

A
R
I
T
H
M
E
T
I

L
A
N S
C
O
R
E
S

G
U
A
G
E

S
C
O
R
E
S

C

S
e
x 2 3

4
A
.

4
0

4
C

4
0

S
C

6
A

6
8

6
C

6
0

7
A

7
8

7
c

1
.
0
0
0

-
0
.
2
2
0

1
.
0
0
0

-
0
.
0
7
1

0
.
1
3
0

1
.
0
0
0

0
.
1
3
5

0
.
0
6
4

0
.
2
5
7

1
.
0
0
0

0
.
0
7
4

0
.
0
2
5

-
0
.
0
8
6

0
.
0
4
7

1
.
0
0
0

0
.
0
1
5

-
0
.
1
1
1

-
0
.
0
5
2

0
.
0
5
1

0
.
0
5
2

1
.
0
0
0

0
.
0
5
0

0
.
0
4
6

0
.
0
8
0

0
.
0
5
9

0
.
1
6
3

-
0
.
0
2
8

1
.
0
0
0

0
.
3
2
6

0
.
0
7
9

-
0
.
0
1
/

0
.
2
0
t

0
.
1
2
b

-
0
.
0
0
5

0
.
2
1
9

1
.
0
0
0

-
0
.
1
2
0

0
.
0
2
5

'
.
1
7
8

-
0
.
1
5
7

-
0
.
1
3
2

0
.
0
0
4

-
0
.
1
2
9

0
.
0
6
1

1
.
0
0
0

-
0
.
1
8
3

0
.
3
6
4

0
.
0
2
6

-
0
.
0
4
8

0
.
1
2
1

-
0
.
0
4
8

0
.
0
8
3

0
.
2
1
1

0
.
0
0
X

1
.
0
0
0

0
.
1
2
4

-
0
.
2
8
1

-
0
.
2
7
5

-
0
.
0
0
9

0
.
1
1
6

0
.
0
5
8

-
0
.
0
2
1

-
0
.
0
3
9

-
0
.
1
0
2

-
0
.
0
9
8

1
.
0
0
0

0
.
0
2
4

-
0
.
2
3
2

-
0
.
0
2
8

-
0
.
0
1
6

0
.
0
5
4

0
.
1
0
0

-
0
.
0
0
7

-
0
.
0
4
1

0
,
0
4
4

0
.
0
7
4

0
.
0
6
3

1
.
0
0
0

0
.
1
6
1

-
0
.
1
6
4

-
0
.
0
1
7

-
0
.
1
2
9

-
0
.
1
7
1

-
0
.
0
2
8

-
0
.
1
9
6

-
0
.
1
7
3

0
,
1
6
8

.
0
.
1
3
3

0
.
1
1
4

0
.
0
0
7

1
.
0
0
0

-
0
.
1
3
8

0
.
1
3
0

0
.
1
0
4

0
.
0
7
1

0
.
1
2
0

-
0
,
0
7
1

-
0
.
1
2
8

-
0
.
0
3
6

0
.
1
9
7

-
0
.
0
0
4

-
0
.
2
3
4

0
.
1
3
2

0
.
1
8
3

1
.
0
0
0

-
0
.
1
5
4

-
0
.
0
5
4

-
0
.
0
8
4

-
0
.
0
8
9

-
0
.
0
1
4

0
.
0
0
0

-
0
.
2
6
1

-
0
.
1
5
9

0
.
0
4
4

-
0
.
0
1
1

-
0
.
3
2
8

0
.
0
4
8

0
.
2
5
5

0
.
4
2
3

1
.
0
0
0

0
.
2
3
3

0
.
1
0
2

0
.
3
4
8

0
.
2
1
6

-
0
.
1
1
4

-
0
.
1
4
2

0
.
0
5
6

0
.
3
2
6

-
0
.
0
6
4

-
0
.
1
0
0

-
0
.
1
1
7

-
0
.
1
9
1

0
.
0
1
0

0
.
0
3
5

-
0
.
0
3
7

-
0
.
0
1
9

0
.
2
3
5

0
.
4
4
5

0
.
2
3
5

0
.
1
6
3

-
0
.
1
2
1

0
.
1
4
4

0
.
2
7
6

0
.
0
0
3

0
.
0
1
3

-
0
.
1
5
6

-
0
.
0
5
2

-
0
.
2
3
8

0
.
0
1
5

-
0
.
0
4
0

t
v

0-
1

C
s,



T
A
I
L
E

-
 
I
V

I
N
T
E
R
C
O
R
A
E
L
A
T
I
O
N
 
M
A
T
R
I
X
 
O
E
 
V
A
R
I
A
B
L
E
S
 
U
S
E
D
 
I
N
 
R
E
G
R
E
S
S
I
O
N

A
N
A
L
Y
S
E
S
 
P
R
E
D
I
C
T
I
N
G
 
A
M
M
O
 
S
T
U
D
E
N
T
S
 
L
A
N
G
U
A
G
E
 
A
N
D

A
R
I
T
H
M
E
T
I
C
 
A
C
H
I
E
V
E
M
E
N
T
 
T
E
S
T
 
S
C
O
R
E
S

N
3
3

A
rl

o,
 A

IN

S
O
X

3
6
A

4
0

4
C

4
0

S
C

6
A

6
$

6
C

6
D

7
A

7
$

7
C

L
A
N
G
U
A
G
E
 
M
A
T
H
E
M
A
T
I
C

S
C
O
R
E
S
 
S
C
O
R
E
S

S
O
X 3

4
A

4
1

4
C

4
0

S
C

6
A

6
1

6
C

6
D 7
A

7
$

7
C

1
.
0
0
0

-
0
.
0
0
0

1
.
0
0
0

0
.
2
1
1

0
.
0
8
4

1
.
0
0
0

m
0
.
0
5
9

-
0
.
0
1
5

0
.
0
1
0

1
.
0
0
0

0
.
2
4
6

-
0
.
4
0
9

m
0
.
0
9
7

0
.
1
0
8

1
.
0
0
0

0
.
0
6
7

-
0
.
3
5
4

-
0
.
4
0
6

0
.
0
2
9

0
.
3
9
3

1
.
0
0
0

0
.
1
4
2

0
.
2
9
8

0
.
5
3
6

0
.
2
4
S

-
0
.
1
4
2

m
0
.
1
5
3

1
.
0
0
0

0
.
0
2
0

-
0
.
0
2
7

m
0
.
4
4
.
.

m
0
.
0
6
'
4
:

m
0
.
2
X
5

0
.
5
1
6

-
0
.
0
6
1

1
.
0
0
0

0
.
0
2
6

0
.
1
7
9

0
.
0
1
4

0
.
1
2
9

-
0
.
0
2
2

7
4
0
3
6

0
.
3
5
9

0
.
1
3
1

1
.
0
0
0

0
.
3
0
1

-
0
.
2
3
4

0
.
0
2
9

0
.
2
6
2

-
 
0
.
0
3
6

0
.
1
1
5

0
.
0
0
1

0
.
1
4
7

0
.
1
7
5

1
.
0
0
0

0
.
0
9
5

-
0
.
0
6
7

m
0
.
1
0
3

0
.
1
8
5

-
0
.
0
9
2

-
0
.
3
1
4

-
0
.
2
1
9

-
0
.
1
3
6

-
0
.
2
6
0

0
.
3
2
5

1
.
0
0
0

-
0
.
2
0
6

-
 
0
.
4
6
4

-
 
0
.
2
7
1

-
0
.
1
3
5

0
.
1
8
S

0
.
1
4
0

m
0
.
3
0
3

-
0
.
0
2
4

-
 
0
.
0
1
3

0
.
0
2
6

0
.
0
0
1

1
.
0
0
0

-
0
.
2
2
0

m
0
0
2
6
5

-
0
.
2
1
5

0
.
1
2
6

0
.
0
7
4

0
.
1
0
8

m
0
0
3
5
3

0
.
0
4
2

m
0
.
0
9
0

0
.
3
3
2

m
0
.
1
9
5

0
.
4
7
8

1
.
0
0
0

0
.
1
0
4

-
0
.
2
5
4

m
0
.
2
8
5

0
.
0
8
8

0
.
1
0
5

0
.
1
1
1

-
0
.
1
9
3

-
0
.
0
0
4

.
.
0
.
0
5
9

0
.
3
0
5

-
0
.
0
3
4

0
.
3
6
6

0
.
7
3
9

1
.
0
0
0

0
.
0
1
2

0
.
5
4
8

0
.
2
2
5

-
0
.
0
1
4

-
0
.
0
9
6

m
0
.
0
6
7

0
.
1
8
2

-
0
.
1
3
2

0
.
1
1
3

-
0
.
1
5
6

m
0
.
1
0
4

-
0
.
3
9
5

-
0
.
2
1
2

-
0
.
2
2
5

0
4
4
2
4
9

0
.
5
1
1

0
.
2
4
0

0
.
0
3
6

-
0
.
2
0
6

-
0
.
1
1
0

0
.
3
4
6

-
0
.
2
9
0

0
.
3
0
1

-
0
.
3
4
1

m
0
.
3
4
6

-
0
.
2
4
9

-
0
.
1
5
0

-
0
.
2
2
3



T
A
B
L
E
 
E

V

I
N
T
E
R
C
O
R
R
E
L
A
T
I
O
N
 
M
A
T
R
I
X
 
O
P
 
V
A
R
I
A
B
L
E
S
 
U
S
E
D
 
I
N
 
R
E
G
R
E
S
S
I
O
N

A
N
A
L
Y
S
E
S
 
P
R
E
D
I
C
T
I
N
G
 
M
E
X
I
C
A
N
 
-
 
A
M
E
R
I
C
A
N
 
S
T
U
D
E
N
T
S
'

N
O
N
L
A
N
G
U
A
G
E
 
I
Q
 
T
E
S
T
 
S
C
O
R
E
S

N
.
 
7
4

S
t
s

2
3

4
A

4
1
1

4
C

4
0

5
C

6
A

6
B

A
C

6
0

7
A

7
8

7
C

I
Q

S
a
t 2 3

4
A

4
1
1
1

4
C 4
8

S
C

6
A

6
B

6
C

6
D T
A

7
8

7
C

1
.
0
0
0

-
0
.
0
2
4

1
.
0
0
0

-
0
.
0
5
8

0
.
0
7
5

1
.
0
0
0

0
.
1
0
1

0
.
0
6
2

0
.
2
,
3

1
.
0
0
0

-
0
.
0
0
7

-
0
.
0
7
8

-
4
.
0
7
6

-
0
.
0
3
3

1
.
0
0
0

-
0
.
0
1
3

-
0
.
1
5
4

-
0
.
1
6
3

0
.
1
3
9

0
.
0
4
1

1
.
0
0
0

0
.
0
5
6

0
.
0
6
3

0
.
0
7
1

0
.
0
4
2

-
0
.
0
1
4

-
0
.
0
5
8

1
.
0
0
0

0
.
2
5
1

0
.
1
9
1

0
.
0
8
4

0
.
1
7
9

-
0
.
0
6
7

0
.
0
2
2

0
.
1
1
0

1
.
0
0
0

-
0
.
1
1
,
9
3

0
.
1
0
1

0
.
2
5
5

-
0
.
1
6
4

-
0
.
2
0
8

0
,
e
1
0

-
0
.
0
6
9

0
.
1
3
4

1
.
0
0
0

-
0
.
1
0
7

0
.
.
3
7
6

0
.
0
1
6

-
0
.
0
0
2

0
.
1
0
6

0
.
0
0
0

0
.
0
2
6

0
.
2
1
6

0
.
0
2
8

1
.
0
0
0

0
.
1
4
8

-
0
.
1
4
2

-
0
.
2
6
3

-
0
.
1
0
4

0
.
0
5
4

-
0
.
0
1
1

-
0
.
0
1
5

-
0
.
1
2
3

-
0
.
1
0
7

-
0
.
0
1
4

1
.
0
0
0

-
0
.
0
4
6

-
0
.
2
6
3

-
0
.
0
1
0

-
0
.
0
4
5

0
.
2
7
4

0
.
1
0
6

-
0
.
0
7
7

-
0
.
1
0
6

0
.
0
0
9

0
,
0
1
1

-
0
.
0
6
0

1
.
0
0
0

0
.
0
7
3

-
0
.
0
7
8

-
0
.
0
4
6

-
4
.
1
4
3

-
0
.
1
2
9

0
.
0
0
8

-
0
.
1
7
1

-
0
.
2
1
5

0
.
0
2
2

-
0
.
0
6
5

0
.
0
4
1

-
0
.
0
0
1

1
.
0
0
0

-
0
.
1
7
0

-
0
.
0
4
4

0
.
1
0
6

0
.
0
3
8

0
.
3
0
4

-
0
.
0
1
6

-
0
.
2
1
3

-
0
.
1
0
8

0
.
0
9
0

0
.
0
5
9

-
0
.
2
9
1

0
.
2
8
0

0
.
1
7
7

1
.
0
0
0

-
0
.
1
8
2

-
0
.
0
3
0

0
.
0
0
0

-
0
.
0
7
1

0
.
0
9
0

0
.
1
0
4

-
0
.
3
1
6

-
0
.
2
2
0

-
 
0
.
,
0
3
1

-
0
.
1
0
5

-
0
.
2
5
3

0
.
2
1
3

0
.
2
2
4

0
.
4
7
2

1
.
0
0
0

-
0
.
0
0
5

0
.
2
4
0

0
.
1
2
6

0
.
1
9
1

-
0
.
0
1
7

0
.
2
0
4

0
.
0
5
3

0
.
2
6
5

-
0
.
0
3
9

0
.
2
0
2

-
0
.
0
8
0

-
0
.
3
2
7

-
0
.
2
3
2

-
0
.
1
8
8

-
0
.
0
1
1



T
A
B
L
E
 
C
 
V
I

I
N
T
E
R
C
O
R
R
E
L
A
T
I
O
N
 
M
A
T
R
I
X
 
O
P
 
V
A
R
I
A
B
L
E
S
 
U
S
E
D
 
I
N
 
R
E
G
R
E
S
S
I
O
N

A
N
A
L
Y
S
I
S
 
P
R
E
D
I
C
T
I
N
G
 
A
N
G
L
O
 
s
T
u
D
E
N
T
S

N
O
N
L
A
N
G
U
A
G
E
 
I
Q
 
T
E
S
T
 
S
C
O
R
E
S

N
3
6

4
8

4
C

4
D

S
c

6
A

G
8

6
C

6
D

7
A

7
8

7
C

S
o
x 3

4
A 4
8

4
C 4
0

S
C 6
A

6
B

6
C

6
D

7
A

7
B

7
C

1
.
0
0
0

-
0
.
2
5
7

1
.
0
0
0

0
.
1
3
4

0
.
1
1
8

1
.
0
0
0

-
0
.
0
5
8

-
0
.
0
9
7

-
0
.
0
8
2

1
.
0
0
0

0
.
3
0
6

-
0
.
4
5
6

-
0
.
1
1
8

0
.
1
3
1

1
.
0
0
0

0
.
0
9
8

-
0
.
3
3
3

-
0
.
3
5
7

-
0
.
0
3
5

0
.
3
5
5

1
.
0
0
0

0
,
1
0
2

0
.
3
1
6

0
.
3
4
9

0
.
1
9
9

-
0
.
1
7
1

-
0
.
1
2
3

1
.
0
0
0

0
.
0
0
7

-
0
.
0
8
7

-
0
.
2
5
1

-
0
.
1
6
4

-
0
.
1
6
7

0
.
5
0
9

-
0
.
0
7
3

1
.
0
0
0

0
.
2
5
4

0
.
1
9
0

-
0
.
1
0
1

0
.
1
n
9

0
.
0
0
7

0
.
0
2
4

0
.
2
5
4

0
.
1
4
8

1
.
0
0
0

0
.
4
3
0

-
0
.
2
5
2

0
.
0
2
5

0
.
0
8
9

-
0
.
0
4
5

0
.
0
7
4

0
.
0
0
2

0
.
1
4
8

0
.
2
0
2

1
.
0
0
0

0
.
1
1
6

-
0
.
1
2
8

0
.
0
1
0

0
.
1
8
8

-
0
.
0
4
0

-
0
.
2
9
9

-
0
.
3
4
3

-
0
.
0
7
8

-
0
.
1
8
0

0
.
3
9
9

1
.
0
0
0

-
0
.
1
1
8

-
0
.
3
2
9

-
0
.
2
2
9

-
0
.
1
6
9

0
.
0
7
8

0
.
1
1
3

-
0
.
2
9
9

-
0
.
0
0
9

-
0
.
1
0
4

-
0
.
0
6
2

0
.
0
3
7

1
.
0
0
0

-
0
.
2
0
0

-
0
.
2
2
5

-
0
.
1
9
9

-
0
.
0
1
3

0
.
0
5
0

0
.
0
8
3

-
0
.
3
7
3

-
0
.
0
0
9

-
0
.
1
1
7

0
.
0
6
2

-
0
.
0
9
2

0
.
5
9
0

1
.
0
0
0

0
.
2
7
3

-
0
.
2
5
1

-
0
.
1
2
1

0
.
0
0
9

0
.
2
1
0

0
.
0
8
4

-
0
.
1
3
1

-
0
.
0
3
8

0
.
1
3
1

0
.
1
7
1

0
.
2
6
8

0
.
3
5
8

0
.
3
4
4

1
.
0
0
0

-
0
.
1
9
6

0
.
4
8
1

0
.
2
6
0

0
.
1
2
0

-
0
.
0
7
4

-
0
.
0
5
1

0
.
2
9
6

-
0
.
1
2
3

0
.
0
8
4

-
0
.
1
7
4

-
0
.
1
6
4

-
0
.
4
3
6

-
0
.
4
7
0

-
0
.
3
8
2


